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о Urtu R^ikNk ülikool. 1974 
lolnetajallt 
"Xartu Hllkl4Jcu tTlikooll loiaetlete" raanes 11яшг ''Ив-
tbodioa III** tutvu8ta  ФЕ1Т 8ppe jõodade miriBletõõ tulevasi 
T66rk»elte Spetaalse metoodika aQaI, saautl keeleSpetaalee 
alctuaalseld probleene B37L blldü ja тКИвшаа kergemates 8p-
peasutustes* 
ESsltlemlst leiavad jSrgmlsed probleemldi õppematerja-
11 raskosastme mSSraalne, Sppetõõ efektllTsixse mgõtalna 
katse- ja kontrollrfflimas, teadlikkuse osa veõrkeele gram­
matika epetamlsel, tundide analüüsimine ja hindamine, all­
keelte Spetamlne, lugemisoskuse ja suulise kdne mõistmise 
õpetamine, тбвгкееlealaste teadmiste kontrollimiseks mõel­
dud testide tüübid, koostamlsprlntsllbld ja hlndamlsalused. 
Kogumiku lõpus on antud lühlretsensloonld kolmest 
uudisteosest ja ülevaade 1974-« aasta jaanuaris Moskvas tol-
aantid konverentsist, mis oli pühendatud võõrkeelte õpetami­
se Intensllvmeetodltele. 
От редакционной кодлвго 
Целью сборника "iethodloa Ш"^ который печатается как 
выпуск "Ученых записок TTF,-является ознакоиление о иауч-
но-исследовательской работой, проведенной кафедрами ииост^ 
ранных языков ТГ7, а также с некоторышг актуальными проблем 
нами обучения иностранным языкам в высших учебных заведени­
ях СССР и за 
рубежом. 
В сборнике рассматриваются следующие проблемы: опреде­
ление степени трудности учебного материала, измерение эффе­
ктивности обучения в экспериментальной и контрольной 
груп­
пах, роль сознательности при обучении грамматике, анализ 
урока по иностранному языку, роль преподавания подъязыков, 
обучение чтению и пониманию устной речи, тестирование на 
занятиях по иностранному языку, 
В конце сборника проводятся аннотации, которые знако­
мят с новыми книгами по разным проблемам методики и дается 
обзор конференции, посвященной методам интенсивного обуче­
ния иностранным языкам (Москва, январь 1974 г.)« 
Уош BedalctlonslcollagiTm 
In **]iethodlca иг*, die in ElnsselbSnden der Wlasen-
scbaftlicben Schriften der fartuer Staatlichen ünlversltSt 
erscheint, werden die Beeultate der wlssenechAftllchen ix-
belt der LehrkrSfte der Tartuer Staatlichen ÜnlversltSt auf 
dem Gebiete der Methodik des Vreodsprachenunterrlchts ver­
öffentlicht« Ebenso werden aktuelle Frobleme des Fremd-
sprachenunterrlchts an den Hochschulen der Sowjetunion und 
Im Auslande besprochen« 
Folgende Probleme werden eingehender behandelt: die 
feststellung des Schwierigkeitsgrades des LehxmatairjAls, die 
Messung der Effektivität des Hnterrlchts In den Versuchs­
und Eontrollginippen, die Bolle des BewuBtselns beim Gramma-
tlkonterrlcht, die inalTee und Bewertong elnef TremcL -
eprachenstonde» die Rolle der Faehapraehea Im Fremä « 
spraehenanterrlcht, über die Aitwicklomg der Lesefähigkeit 
and der ttndllchen Sprache« die f^rpen der Teste sowie 
Prinzipien ihrer Zasammenstelluag nad (änmdlagen ihreir 
vertBBg, das Lehren des verstehenden Leseu and der müBcU 
lichen Sprache« Anechliefiead folgeft innotationen. 
Edltorlal Hote 
The present thlrd Issue of "Methodlca" (a publlcatlon 
of the Foreign Languages Department of Tartu State ünlver-
slty) contaizm papers reflectlng research Into language 
teachlng methodologjr conducted at Tartu State Unlversltyas 
well as dlscusslons of problems In thls fleld that are top-
Ical at other Institutions of higher educatlon In the So-
vlet Union and abroad» 
The subjects de alt wlth Indude the deteirmi natlon of 
the degree of dlfflculty of study materlal, the measure-
aent of teachlng efflclency In experlmental and control 
groups, the role of conscloiisness In teachlng gramnar, the 
analysls and assessment of lessons, the teachlng of spe-
clallzed sublanguages, the development of readlng skills 
and oral comprehenslon, the constructlon and evaluatlon 
of forelgn language teste. 
The collectlon of papers ends wlth some revlews. 
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А. All 
1, Paa Ziel und die Hotwendigkalt dar Türterattchong 
1.1. Im FreaäepraebenuBtenlcht an den BieJitphllol»* 
gieehen Fakoltäten iat die Aammbl des ünterriehteetoffes 
•on erstraxxgiger Bedeutung« denn die БргаоЬе "ale Ganses** 
kann der Student wSbrend des Studiuns sowieso nicbt erler­
nen* Die Beberrschung der Sprache **1ш allgeseinen" gevSbr-
leistet aber noch nicht das Verstehen der Faohliteratw 
(Цветком« 1971). 
Sine der wichtigsten inforderungen fOr den Fi*ead-
sprachenunterricht an der Hochschule für Nichtphilologen 
ist das informative Lesen der Vachliteratur ( Програша« 
1968). IM aber einen Text informativ lesen su кЭопеп, muB 
man 
1) den Satzkern imterscheiden können, 
2) die Lexik und 
3) die der entsprechenden Fachsprache charakteristischen 
grammatischen Konstruktionen kennen. 
Deshalb ist die Auswahl des Stoffes eine entscheiden­
de Yoraussetsung für die Zusammenetelltmg von Lehrbüchern 
tind für die Aufbereitting von Übungsmaterialien« Dabei muB 
man sich auf linguo-statistische Untersuchungen 8t ; en 
(All, 1968^, 1968^j Алл . 1969, 1972*, 1972^; Helbig, 1966: 
5; Hellmich, 1969; lÄSne, 1969»50| Tuldava, 1969s5j ЦввТ-
кова, 1971:291). 
1.2. Man muB den ausgewählten Sto^ auch wirkungsvoll 
veimitteln und den Schwierigkeitsgrad Systematisch stei­
gern. Der bekaimte Psychologe und Ifethodiker H. Hellmich 
betont, daB man die Auswertung linguo—statistischer Analy­
sen mit pSdagogisch—methodischen Erkenntnissen bei der Au^ 
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wähl und Aufbereitung von Texfcaaterlallen "verbinden auB 
(Hellutichy 1968:229)« Dabei warnt H« Hellaich davor^ fOr 
einzelne Wissenschaftsgebiete gesondert spezielle Lehr­
bücher zu entwickeln* 
Von diesem Grundsatz ausgehend haben wir das prSposi-
tionale Objelct und Verben mit prSpositiomler Bektion auf 
10 Gebieten der medizinischen Fachsprache untersucht» Die 
Ergebnisse dieser Untersuchungen sind in der Schriftenreihe 
der Lehrstilhle für Fremdsprachen an der Taxrtuer Staat-s 
liehen üniversitSt '^liethodlca** veröffentlicht wordesi (Алл, 
1972*:7-37j Алл, 1973^:5-38). 
1.3* Man kann ohne übeirtreibung behaupten, daB das 
Verb beim Studium und bei der Beheirrschung einer Fremd­
sprache die Hauptrolle spielt, denn das Verb bildet "das 
strukturelle Zentrum des Satzes" (Hielbig und Schenkel, 1969: 
22; All, 1972®:153j Алл, 1973*:199-2CX)). 
"Ebenso wichtig ist diese Wortart auch für die Snt-
wickltmg der Fähigkeiten und Fertigkelten des verstehenden 
Ьееехш, denn in der grammatischen Orientierung sind die 
formellen Merkmale des Verbs am wichtigsten** (Sek, 1970: 
278). 
1.4. Man muB auch die Holle der Muttersprache im Pro-
zeB des Fremdsprachenstudiums in Betracht ziehen, dabei be­
sonders die Interferenzerscheinungen, "die sich aus der Wr-
schiedenheit der muttersprachlichen und fremdsprachlichen 
Bedeirbungsstruktur ergeben" (JuhAsz, 1967:229; Алл,1972^). 
Damit diese Anforderung erfüllt werden kann, muB man wis­
sen, was dem St\idierenden Schwierigkeiten bereitet. Ш das 
zu erfahren, haben wir ein pSdagogisches Eäcpexriment dvirch-
geführt, dessen Ziel es war, den Schwierigkeitsgrad der Tor­
ben mit prSpositionaler Bektion in der medizinischen Fach­
sprache beim übersetzen (beim Verstehen des Satzes) fest­
zustellen. 
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2. Das pädagogische Siperlment 
2.1« Zur Gnmdlage ихшетег Untersuchxmg haben wir die 
100 hSuflgsten Verben mit prSposltio&aler Bektlon in der 
deutschen aedizinischen Fachsprache genomnen (Алл« 1972^ :2&-
28)« Zu ijedem Yerb haben wir 2 BStee aus der analysierten 
Originalliteratur ausgewShlt (Алл , 1972*»9*10), Die Stu­
denten sollten diese SStze ins Estnische Qbersetzen« Die 
Bedeutu2ig aller unbelcazmten Wörter, auBer den genannten 
Terben, war am Bande angegeben. Das Verb sollte exkamtoder 
erraten weirden« An S]q>eriaent waren 30 Studenten des und 
teils auch des IV. Studienjahres beteiligt* Jedes Verb kam 
in 2 setzen vor, sondLt insgesamt sechzigmal (30 x 2 а 60). 
2.2. Die Besultate des Bzperiaentes sind in der Ta­
belle 1 angeführt. Die Verben sind nach dem Schwieric^its-
grad angeordziet. Unter dem SchwierigpEeitsgrad verstehen wir 
die relative H&ufic^eit der im Bzperiment begangenen Vebler« 
Der Bang I (B^.) ist somit nach dem Prozent der Abnahme der 
FehlerhSufigkeit aufgestellt. 
Die Abkürzungen in der Tabelle 1: 
n - bezeichnet die Gesamtzahl der Objekte (d.h. die Mul­
tiplikation der Zahl der Studenten mit dem Vorkommen 
des Verbs; 
f -> bezeichnet die Zahl der Fehler; 
p% - die relative HXufig^eit der Fehler errechnen wir nach 
•p 
der Formel: p = • 100%. 
FGr die Ausarbeitung von Lemmaterialien genügt es aber 
nicht, den festgestellten Schwierigkeitsgrad zu kennen. 
muB auch nach Fehlerquellen und ^irsachen suchen, denn 
wenn sie klar sind, so ist es möglich, sx>ezifische Lehrma­
terialien für den Fremdsprachenimterricht zu entwickeln, 
diese Fehlerursachen bekämpfen oder gar nicht entsteliea las­
sen (Heibig, 1973:173). Gr. Heibig stellt das folgendermaBen 
dart 
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2.3* Vom Obengenaxmten auegeheod» versuchen vir su ana­
lysieren, was die Studenten beim BrschlleBen der lortbedeu-
txmg Im &cperlment am meisten gestöirt hat, оЪ die Interfe­
renz dabei auch eijae Bolle gespielt hat. Das ist топ groBer 
Bedeutxmg, denn bei der methodischen Aufbereitung des Lezxi-
materials «erden identische Xrscheinungen der Mutter»* und 
Fremdsprache anders behandelt als differente Srschelnungen 
(Stememann, 1973 t 1^0)* Einige Sprachwissenschaftler behaup­
ten, daB Lemschwierigkeiten und Fehlleistungen auch bei 
minimal dlfferenten Erscheinungen auftreten, insbesondere im 
TranslationsproseB (JSger, 1973)« JuhAss behauptet sogar« 
daB die sog. homogene Heouaung beim Erlernen einer fremden 
Sprache die gröBten xmd hSuflgsten Schwierigkeiten bereitet 
(Juhäsz, 1970). 
Wezm wir uns die Tabelle 1 ein wenig nSher ахшсЬаиеп, 
können wir folgendes behaupten: 
1) Es ist sehr schwer, die Bedeutung des FrSdikats nach dem 
Eontext zu erraten. Das beweisen die an der Spitze der 
Fehler liste stehenden Wörter (B^), wie **7oraTUi8«t8is)g авЛл 
(für), sich verhalten (gegenüber), Bfickschlüsse ziehen 
(aus)" usw., denn diese Wörter sind weder in der Mittel­
schule noch im ersten Studienjahr vorgekommen* 
2) Mehrere Bedeutungen des Wortes wirken störend. Beeondmrs 
dann, wenn das Wort frl&er in einer anderen Bedeatine «ia-
geprSgt wurde. Einige Beispiele dazu (der Prozentsatz der 
begangenen Fehler ist in Klammem angegeben) t 
in der Bein fzu^ (88,66%) ss können (suuteline völ 
veimeline olema midagi tegema) 
Fehlerursachet die Lage - asend (Standort)t 
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es handelt sich (um) (85%) - gehen (um) od. die Bede 
sein (von) (on tegemist millegagi v. kelle­
gagi) 
Fehlerursache t handeln - kauplema (Waren weiterverkau­
fen)^ der Handel - kaubandus (Toom, Vlhman, 
1966) (Warenaustausch); 
trennen (von) (85%) = absondern, durchschneiden (eral­
dama millestki) 
Fehlerursache} trennen - lahutama, poolitama (Toom, 
Tihman, 1966) (scheiden, trennen); 
bestimmt sein (au) (83f33%) = vorgesehen (für) (mSXra-
tud olema millekski) wurde ttbersetzt mit 
"sichern, festigen** (kindlustama) 
Tehlerursache: bestimmt s sicher (kindlasti) 
Derselbe Fehler wurde beim Verb 
wird bestiimnt (durch od. von) (80%) begangen. 
3) Oft wird nicht darauf geachtet, daB die PrSposltlon die 
Bedeutimg des Verbs Sndert: 
япУ-ошпеп (auf) (68,33%) в von Wichtigkeit sein, abhan­
gen (von) (tShtis olema; sdltiuna v. olenema 
millestki v. kellestki) 
Fehlerursache: ankommen - saabuma, pSrale jcudma (ein­
treffen, anlangen) 
treffen (auf) (65%) = kommen (auf), (sattuma millelegi 
V. kellelegi; mdjxxma millelegi) 
Fehlerursachet treffen - kohtama (begegnen); 
es koimnt (zu) (63*33%) - i& der Bedeutimg: entstehen, 
sich finden (tekib, toimub, lisandub) 
Fehlerursachet kommen - tulema (herkommen); 
rechnen (mit) (36,66%) - in der Bedeutung: berücksich­
tigen (arvestama millegagi v. kellegagi) 
Fehlerursache: rechnen - arvutama (Toom, Vihman, 1966) 
(in der Bedeutung: mathematisch rechnen). 
2 
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ц.) Zusanmeiigesetzte Wörter  erelten Schwlerl^^lten, deim 
die genaue übereetsung der zusaimnengeeetzten ФеИв wirkt 
irrefdhrendi 
aurgclcfmnv>Ti (61,66%) = erklSren (mit), (seletama 
Billlegagl{ taandama millelegi) 
Fehlerursache: zurfickfffliren - tagasi jtihtima (zurück­
leiten) ; 
zurgokgehen (auf) (36,66%) s herriihren (pSrit olema; 
taanduma millelegi, baseeruma, pöördtma mingi 
algallika poole) 
Fehlerursacbe: ziirückgehen - tagasi minema (zurückzie­
hen od« in einer Hichtung zurückgeben). 
5) Han versteht auch nicht, das früher Gelernte mit dem 
Neuen zu verbinden: 
Gebrauch machen (von) (76,66%) = gebrauchen (Sra kasu­
tama, tarvitama), 
aber in der Schule wurde gelernt: der Gebrauch - tarvi­
tamine; 
wird beeinfluBt (durch, von) (75%) = wird EinfluB aus­
geübt (auf) (mõjustatakse millegi v. kellegi 
poolt), 
aber in der Schule wurde gelernt: der EinflviB - mSju. 
Wir haben somit eine Gradation von Schwierigkeiten 
(s* Tabelle 1) aufgestellt und versucht, die Ursachen der 
Fehler zu erklären. 
Wir wissen aber nicht, ob auch ein direktes Ver­
hältnis zwischen dem Schwierigeitsgrad des Sprachenler­
nens und der Freqiienz des Vorkommens der Spracherscheinun­
gen besteht« Einige Wissenschaftler behaupten, daB es in 
ihren Untersuchungen keine Eorrelation wahrscheinlicher 
Häufigkeit und der relativen Schwierigkeit gab ( ВОЗНЯК, 
Тулдава, 1973:190)« 
Bechts in der Tabelle 1 sind die Ränge der Gebrauchs-
häiific^eit (der modifizierten Häufigkeit) der Verben ange-
führt (lijj) • Näheres darüber kann man in "Methodica" I 
lesen ( Алл, 1972^:16-30). 
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Нал fragt sich, оЪ eine etatlstiscbe AbhSnglekelt 
zwischen der Gebrauchehaufigkeit iind des Sobwieric^itsgra-
des der Verben besteht. 
Obwohl in manchen FSllea (in 19 von 100 ESllen) die 
Range fast gleich sind, kann man axif den ersten Blick auf 
den Gedanken kommen, daB eine negative Korrelation swischen 
dem Schwierigkeitsgrad luid der Gebrauchshäufigkeit besteht. 
Um das zu bestätigen oder zu widerlegen, errechnen wir den 
Spearmanschen Rangkorrelationskoeffizienten (s. Tabelle 2). 
Da mehrere RSnge dieselben Nuomem tragen und wir deshalb 
den Durchschnitt dieser Ränge nehmen müssen, errechnen wir 
die Razigkorrelation nach der folgenden Formel: 
6( £ d2 ^  t I ) 
Y= 1 * (Tuldava, 1973:218). 
J n^ - n 
21 - V Г (ty - V 
Dabei T^ = und T„ = ; 
X 12 У 12 
t^ . die Zahl der Wörter in der ersten Reihe, die den 
gleichen Rang haben; 
ty - die Zahl der Wörter in der zweiten Reihe, die den 
gleichen Rang haben; 
d - die Differenz der Ränge; 
n - die Zahl der zu vergleichenden Strukturen (hier: 100). 
Nach unseren Berechnxmgen betragen somit T^ s 80 und 
Ту » 211. 
Wir erhalten ^ = - 0,16. 
In unserem Palle also | 0,1б|< ^ o,05;100 ~ 1 I • 
Da der е11ф1г18сЬе Koeffizient 0,16 kleiner ist ale 
der kritische Koeffizient 0,20 auf dem Signifikanzniveau 
0,05, können wir behaupten, daB keine signifikante Korrela­
tion zwischen der Gebrauchshäufigkeit imd dem SchwlerlgkeitEH 
grad der Verben mit präpositionaler Rektion in der deutaschen 
medizinischen Fachsprache vorliegt. 
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3. ScMuBf olge rangen 
Une Interessieren praktische Ziele, die mit der Ratio­
nalisierung der Tremdsprachenausbildung an Hochschulen zu­
sammenhängen. Das praktische Ziel unserer früheren Unter­
suchung ( Алл, 1972*) und des pädagogischen Szperimeixtes be­
steht darin, Lehrbuchautoren und Fremdsprachenlehrer darauf 
aufmerksam zu machen, wie der Stoff zu wählen ist und wel­
chen Fehlem bei der Behandlung der Verben mit prSpositio-
naler Rektion vorgebeugt werden muB. 
Bei der Auswahl des Materials ist es zweckmäßig, von 
der GebrauchshSufigkeit auszugehen. Bei der Aufbereitung des 
ausgewählten Materials ist es notwendig, auch seinen Schwie­
rigkeitsgrad zu kennen* Besondere Aufmerksamkeit muB man 
den Ursachen der Fehlleistungen schenken. Auf &rund unseres 
 ä erimentes kazm man schluBfolgem, daB es notwendig ist, 
schon in der Mittelschule die Aufmerksamkeit der Schüler 
daraiif zu leziken, daB die Wortbedeutung kontextgebunden ist, 
daB sie oft von der hinzxigefügten Präposition abhängt» 
Negative Beispiele gibt es z.B. im Lehrbuch für die ZI» 
Elasse (Фоот, Vihman, 1966). Da steht im alphabetischen 
Wörterverzeichnis: "bestehen (bestand, hat bestanden) -
koosnema, sooritama". Bestehen als intransitives Verb be­
deutet - (olemas) olema, z.B. es besteht keine Gefahr; be­
stehen als transitives Verb bedeutet - sooritama, z.B. die 
Prüfung bestehen; bestehen (aua) - koosnema, z.B. гшвеге Fa­
milie besteht aus fünf Personen; bestehen (in) - seisnema, 
z.B. Worin besteht die Frage usw. Dieses Verb und viele 
andere müssen zuerst situativ erläutert und dann in den rich­
tigen Text eingebaut werden. 
Der erste Schritt ist somit die 1 i.nguistische Ibiter-
suchxuig sowie die konfrontative Darstellung des Materials. 
Den zweiten Schritt bildet die lempsychologische Umsetzung 
in die Lehrpraxis. Erst dann wird daraus ein effektiver 
Beitrag zur Rationalisierung des Fremdsprachenunterrichts 
(Gerbert, 1973)« 
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ФаЪвИе 2 
УвгЪ 
X 
У 
d d^ 
1 2 3 4 5 
Voraussetzuiig sein (für) 1 85 -84 7056 
eich Terhalten (gegenfflaer) 2 70,5 -68,5 4692 
RQckschlüsee sieben (aus) 3 70,5 -67,5 4556 
sich eignen (su) 4 42 -38 1440 
in der Lage sein 5 85 -80 6400 
es handelt eich (um) 6,5 3 + 3,5 12,5 
trennen (von) 6,5 75 -68,5 4692 
wird gekennzeichnet (durch) 9 20 -11 121 
eich anschlleBen (an) 9 26,5 -17,5 306,2 
bestlmnt sein (zu) 9 97,5 -88,5 7832 
versuchen (zu) 11,5 52 -^0,5 1640 
wird hestlmst (durch) 11,5 70,5 -59,0 3481 
sich richten (nach) 13,5 32,5 -19,0 361 
sich umrandeln (In) 13,5 85 -71,5 5112 
beitragen (zu) 16 19 - 3 9 
heranziehen (zu) 16 85 -69 4761 
Gebrauch oachen (von) 16 85 -69 4761 
AufschluB geben (über) 19 56 -37 1369 
wird beelnfluBt (durch) 19 64,5 -45,5 2070 
Oberelnstlmmen (mit) 19 93,5 -74,5 5550 
beruhen (auf) 21,5 7 +14,5 210,2 
wird ausgelöst (durch) 21,5 97,5 -76,0 5776 
beteiligt sein (an) 23 23 0 1 
ankommen (auf) 24,5 57 -32,5 1056 
eich richten (gegen) 24,5 77,5 -43,0 1849 
angewiesen sein (auf) 28 36 - 8 64 
beschrankt sein (auf) 28 48,5 -20,5 420,2 
schlleBen (aus) + (a\if) 28 64,5 -36,5 1332 
schützen (vor) 28 77,5 -49,5 2450 
gelten (von, für) 28 70,5 -^2,5 1806 
treffen (auf) 31 85 -54 2916 
es kommt (zu) 32,5 2 +30,5 930,2 
sich erstrecken (aiif) 32,5 47 -14,5 210,2 
zurückführen (auf) 35 30,5 + 4,5 20,25 
sich beschfiftlgen (mit) 35 39,5 - 4,5 20,25 
1 2 3 * 5 
wlxd befallen (топ) 55 85 -50 .2500 
verfügen (über) 38 23 •»•15 225 
AnlaB sein (su) 38 36 •t- 2 4 
sich ergeben (aue) 38 42 - 4 16 
verbunden sein (alt) 40 10 +30 900 
entstehen (aus) 42 15 -27 729 
zurückgeben (auf) 42 59,5 -17,5 306,2 
recbnen (mit) 42 62 -20 400 
«erden (su) 44 8 +36 1296 
einstellen (auf) 46 42 + 4 16 
stamaen (von, aus) 46 70,5 -24,5 600,2 
wird uiDgeben (von) 46 75 -29 841 
ausgeben (von) 50 18 +32 1024 
rlohten (auf) 50 53 - 3 9 
sich beziehen (auf) 50 50 0 0 
Bich gliedern (in) 50 59,5 - 9,5 90,25 
erkennen (an) 50 93,5 -^3,5 1892 
SizifluB haben (ausüben) (auf) 53,5 44 - 7,5 56,25 
sich befassen (mit) 53,5 75 -21,5 462,2 
eich gewohnen (an) 55 100 -45 2025 
abhSngig sein (von) 56 16 +40 1600 
verstehen (unter) 57 9 +48 2304 
hixnreisen (auf) 58 17 +41 1681 
wird überzogen (von) 59,5 93,5 -34,0 1156 
es gelingt (zu) 59,5 97,5 -38,0 1144 
hervorgehen (aus) 62,5 25 +37,5 1406 
sorgen (für) 62,5 26,5 +38,0 1144 
rechnen (zu) 62,5 30,5 +32,0 1024 
leiden (an) 62,5 93,5 -31,0 961 
bestehen (in) 76,5 5 +62,5 3906 
dienen (zu) 67,5 13 +54,5 2970 
wirken (auf) 76,5 21 +46,5 ^162 
denken (an) 67,5 45,5 +22,0 484 
grenzen (an) 67,5 67 + 0,5 0,25 
angrenzen (an) 67,5 70,5 - 3,0 9 
gebunden sein (an) 73 38 +35 1225 
sich unterscheiden (von) 73 59,5 +23,5 552,2 
wii:d hervorgeriifen (durch) 73 
19 
64,5 + 8,5 72,25 
•1 • -2 . • ?  '4 Ь 
•ntfallen (auf) 75 79 - 6 36 
wird veratSrlcb (durch) 75 85 -22 484 
abhlngen (von) 77,5 14 +63,5 4032 
eich teilen (In) 77,5 85 
- 7,5 56,25 
xelch (arm) sein (an) 77,5 85 
- 7,5 56,25 
(iii)fordenuig«a atellen (an) 77,5 97,5 -20,0 400 
eich verbinden (alt) 80,5 28 -20,0 2756 
sich entwickeln (aue) 80,5 85 -4,5 20,25 
fOhren (zu) 82,5 1 +81,5 6642 
gewinnen (an) 82,5 93,5 11,0 121 
unterteilen (In) 85 48,5 +36,5 1332 
wird aufgenoBmoen (von) 85 64,5 +20,5 420,2 
tellnehsen (an) 85 97,5 -12,5 156,2 
wird gebildet (von, durch) 87 22 +65 4225 
einteilen (In) 88 54 +34 1156 
eprechen (von) 89,5 11 +78,5 6162 
ее Ist Aufgabe (zu) 89,5 59,5 +30,0 900 
folgen (auf) 91 85 + 6 36 
unterechelden (von) 92 29 +63 3969 
eich ztieaffloeneetzen (aus) 95 54 +59 3481 
kofflmen (zu) 94 59,5 +54,5 2970 
gehören (zu) 95,5 4 +91,5 8372 
beglzmen (mit) 95,5 52,5 +63,0 3969 
ffi}ergehen (In) 97,5 12 +85,5 7310 
erkranlcen (an) 97,5 70,5 +27,0 729 
bestehen (aue) 99 6 +93 8649 
reagieren (auf) 100 51 ••49 2401 
n s 100 Ed2 - 193316,50 
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SOMB ББОВХЕНБ CONCERNING FOHBIQN lAHGÜAOB IBSSOK 
ABALIBIS 
L» Hone 
Аоу foreign laxieuage teacher worklng at Tartu State 
Unlverslty l8 oecaslonally faced wlth tbe task of vlsltizig 
and analysing some foreign langgage classes eonducted Ъу 
(1) his colleagues at the Itolverelty, (Ii) tbe studente of 
the Department taklng their teachlng practice at schoole, 
(Iii) teachers at one or another of tbe toim's schoolsf 
(Iv) colleagues teacMng at sone other higher educatlonal 
establlehnent» 
The purpoeee for vlsltlng lessons may Ъе varled: (1) 
exchaxige of experlenoe between colleagues, (Ii) l^pection 
of а schoolteacber's work at the request of the Bducatlon 
Departnent wlth the object of assessing his professional 
level and renderlng hin any necessairy ald, (Iii) getting 
acqualnted wlth the language level and degree of activity 
at language classes of а oertain group of students, (iv) 
checking up on studente taking their praotice at schools 
wlth а yiew to estimating their methodological proficiency 
and helping them with useful hints. 
The teacher may either Ъе infonned of the ioipending 
Visit beforehand (e.g. when colleagues visit each otber's 
demonstration lessons or those at some other eduoational 
establishment, and sonetimes also in case of а Student's 
**exaiBination lesson" for which he is expected to prepare 
with especial care) or it шау cone as а surprise for him 
(when the visitor coaes as an inspector either to а pro­
fessional teacher or to а student who is taking his prac­
tice) • 
At his examination lesson а student is supposed to 
bring into play all his resourcefulness to show how well b» 
СЙЛ соре with his task. At а demonstration lesson given 
for the benefit of his colleagues а teacher is ea^ected to 
acquaint them with some method, techniqvie or device that 
24 
elther l8 zxew to them or has proved particularly effectlve 
In hl8 own appllcatlon. А demonstration lesson glven to 
etudents, however, very often siinply serves the »1« of ac-
qualnting them irXth the iise of cextaln tecbnlques applied 
In teaching vocabulaxy, graimnar, readlng or some other as~ 
peet of language actlvity. 
If we Visit а class without baving informedtbe teach-
er or 8tudent->teacher beforeband, we must Ъе content with 
whatwehappen to see tbere. We have no right to ask Мш to 
change hie plan and do eomething mõrd Interesting for oox 
benefit* If he hae plaimed to have а test and m ai« not 
interested in it, we oan siurply not attend tbe lesson. How­
ever, in case of students it is often useful to Ъе present 
when thei7 administer tests since they are apt to шаке ineth-
odological iBlstakes and will profit Ъу the critical re-
oarks of the visitor. 
As а general ruie, neither teachers nor students are 
keen on häving visitors in а class which is unruly and has 
а poor knowledge of the subject. Of course, if our direct 
aim is not inspection of the teacher's work. we need not 
attend such classea in caee the teaoher objects.If he has 
worked in such а class for а number of years, the poor re-
sults are, of course, proof that he has not quite succeed-
ed, whatever the reasons may be. However, if the stüdentor 
teacher has not worked long with the class in question, he 
is not responsible for the general level and he need not be 
afraid to receive visitors* Even in а "diffioult" 
class а con^etent visitor will be able to teil whether the 
teacher is efficient or not, for it is precisely in such а 
class that the teacher has to summon all his energyandin-
genuity to make the children attend to him and leam what 
he is trying to teach to them. 
Stiil, for а demonstration lesson it is better to 
choose а bright and active class with whom it is easier 
to use different techniques so that them will be more for 
the visitors to leam, altho\igh in а difficult class it 
may be instiructive to see how the teacher copes with the 
Situation» 
At а demonstration lesson it is not very wise to in-
4 
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troduee xiew teebnlquee vhlch bave not Ъевп trled out vlth 
the gl-ven claee for tbe latter maj a«t voderetaad the 
teaoher'B Intentione and the atteapt aay «ad in fallur«. 
On th« otber band, а teacber ehonld not rehearse а denon-
Btratlon lesson with hls ргфИв beforehand« Iben such а 
leseon ie finally caxrled out, It will not proeeed In а 
noxaal atmo^here and the vlsltors will not leam anythlng 
froB It* Tbey cannot see hov far tbe teacber succeeds in 
•wlcing clear to the leamers the pointe be Is teaching thea 
elnce tbeee were elear to them already before the lesson. 
And it Is supex^fluous to add that such а teacber will jeop-
ardise bis autbority with tbe olass Ъу letting tbem see 
that be is not eure wbetber bis lesson will Ъе а sucoess 
witbout preliminary rebearsixig. 
Ж demonstration lesson that is to answer its purpose 
should Ъе an ordinary lesson füll of intezxse everyday work 
which will show the visitors how the new oaterial is of~ 
fered to the pupils and how it is Consolidated. А lesson 
whel^e the pupils are only called on to demonstrate their 
achievenents and knowledge (e.g. reoite poems anddialogaes 
prepared beforehand, sing songs and retell stories or de-
scribe pictures they have already discussed) is of little 
avail to the visitors for it does not show them how these 
tbinge are actually taught to the pupils, what difficul-
tiea they have in aseimilating the material and how the 
teacber eucceeds in making them overcome their difficul-
tiee and get rid of their mietakes. 
If the Student or young teacber whose leseon has been 
visited is to derive any profit from it, it has to be dis­
cussed and analysed in detail. If the object was inspec-
tion only, the visitor is ezpected to subBü.t а written re-
port to the authorities at whose request the Visit was mads, 
but in this case, too, the teacber should be told what isb-
pression bis lesson made and what its assets and shortcom-
ings were. If the purpose of the visit was ezchange of ez-
perience the lesson should be subjected to а detailed ana-
lysis with the participation of all those wbo attended it. 
The discusslon of any lesson should be opened by tbe 
teacber who conducted the class. He should be givenacbance 
to point out tbe object of bis lesson and estimate to what 
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•Stent he suooeeded In aohlevliie lt. H» жау also giv* « 
Short characterlsation of tbe class or group of papile la 
questlon and add any other ezplanatlone or facta he regarde 
ae necessary« 
Next he may Ъе called on to answer any qneetione the 
Ylsltore may have. After that those who attended the clause 
will each eiqpress thelr oplnione and lapresslone. When а 
Student's lesson is dlscussed, flrst all the membersafthe 
practlce group will take the floor, then the schoolteacher 
who is the student-teacher's direct Supervisor, and lastly 
the aethbds specialist fron the university will sun up the 
discussion« Such an order of the proceedings will ensure 
that eyerybody Ьмя ц chance to say sonething« Xt is 
advisable to observe the same principle in discTissing col-
leagues' classes. If those who are likely to have the 
greatest пивЪег of reoarks to make are called on to speak 
first, most of the others will hardly have anythingto add, 
of course, unless they feel challenged to contradict the 
Views e  res8ed Ъу the first speakers« If this happens, а 
long and heated discussion may ensue. Sspecially incaae of 
students this is only to Ъе welcomed, for participation in 
а lively discussion will often teach them as шисЬ or even 
more than their mere presence at а model lesson. 
In analysing а lesson both its streng and weak points 
should be mentioned. Bven if serious faults are found with 
а teacher's lesson, we should never forget that it is hard­
ly ever possible for anybody who has some knowledge of the 
methodology of the subject to give а lesson that is an ab­
solute failure • The teacher should not be left with "tbe Im­
pression that his lesson was good for nothing merely be-
cause only critical тетагка are made by the vieitani, ^ шге 
as all the assets of the lesson are taken for granted and 
passed over in silence« Bringlng o\xt all the streng points 
is necessary not only in order to give а complete and iin-
distorted picture of the lesson imder discussion, but it 
i* very important for the teacher to know which. of his 
techniques and devices are approved of so that in fatore 
he с an use them with confidence, and thoae who partici-
pate in the discussion will know what can be taken over 
and imitated. 
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It goes wlthout eayizig that the anAlysls of axiybody's 
leeson Bhould Ъв caxrled out wlth great taot and cozuslder-
ation for the teacher's feellngs. We shotild never lose 
elght of the purpoBo for whlch the leeson waa vielted« 
Ihenever students dlscuss а teacher's demoostratloxi 
lesBon they shoxild bear in mind that thelr priaary «im was 
to leam froin It. Accordlngly, It Is thalr huslnessto poist 
out everything that Is worth taklng overand Imitating, «пд 
not to polnt out the few slips the teacher mayhave aade In 
hls exoltement* If they dlsagree wlth some of the technl-
quee used Ъу the teacher, it will Ъе politer for them to 
ask hin to ezplain the consideratione for his choice rather 
than bluntly say that they regard his approach as wrong or 
stupid« More often than not the students may Ъе mistaken 
anyhow, and even when they are not, they can always put 
forward thelr own suggestions and ask whether they would 
also Ъе possihle in а similar Situation. This «III not hurt 
the teacher's feelinge and his authority will not Ъе in-
jured Ъу his admitting that some of the students' sugges­
tions are very sensible or mlght even yield better results 
than the technigues he used at his lesson. 
In analysing а Student's lesson we should polnt out 
not only all the assets, but also all the weak polnts and 
errors in hls methodology, language and behaviour in gen-
eral. To be able to carry out an all-rouxid, thorough ana-
lysls all students mst flrst be made to understand täist to 
а very great extent we leam from our own and other stu­
dents' mistakes, which we must be made aware of in order to 
avoid them consciously» The fact that а number of errors 
may be pointed out during а Student's flrst stage of prac­
tica does not necessarlly mean that he Is no good at all 
and will not make а good teacher. The main thing Isthat he 
should take them into conslderation and try to avoid them 
in future» 
The same should apply to colleagues discussing each 
other's classes. If everybody bears in mind that the pri-
mary aim of the discussion Is mutual beneflt, the more de-
tailed and principled the discussion is, the greater the 
profit derived from it by everybody concerned. If the dis­
cussion takes place in а warm and friendly atmosphere, no-
body has occasion to take of^gnce. 
ФЬе point of departure in analyslng aziy lesson should 
Ъе its ob.lect. I.e. tbe aim the teacher set out to acbievo. 
It is useful for the teacher to inform the visitors befoi« 
his lesson of the aim he has in view. In case of а demon-
Btration lesson it would not Ъе superfluous to draw atten­
tion to certain essential features of the lesson so that 
the visitors can pay special attention to them. 
In any case у if the aim is not pointed out to the vis­
itors before the lesson, it mtist Ъесоте clear to them dur-
ing its course. If this does not happen, it is Ъесаиве (i) 
the visitor himself is incoaqpetenti (ii) the teacher does 
not have any definite clear-cut ohject at all, (iii) the 
plan of the lesson is so incoherent that the object, al-
though it is there, does not Ъесоте apparent, (iv) tbe les­
son has an object, but for some reason or other it is not 
attained. 
Any lesson that is to be of any use must have а defi­
nite object, i.e. the teacher must know quite exactly what 
he wants to achieve by his lesson. There is а wide variety 
of different objects that а teacher may have in view: (i) 
teaching some new material, (ii) consolidation of material 
taught either at а previoxis or at the given lesson, (iii) 
revision of some material taught at an earlier stage, (iv) 
the checking up of certain knowledge or slcills (i.e. writ-
ten or oral testing), (v) development of habits of inde-
pendent work, (vi) checking up independent work, (vii) de­
velopment of speech habits, (viii) pronunciation drill, 
etc. 
Whatever the object, it must be there. А lessonwitli-
out an object will be useless or ineffective. А teacher is 
justified in giving а lesson without а definite »-tm only 
if he has to do so unexpectedly on the spur of the moment, 
without the pupils or himself being prepared for it. Sven 
in such а case an experienced teacher who knows the class 
will easily find something worth doing instead of simply 
whiling away the time. 
The object of the lesson is decisive in drawing цр the 
plan for it. In case of inspecting а lesson it is useful to 
take а look at the teacher's plan to be able to estimate 
how far he has succeeded in putting it into practice. Stu-
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dezrt-teacbAre are es^^cted to nake up detalled leeson plans 
whlch have to Ъе conflrmed Ъу tha teacher supervlsixig tbem 
before they go to thelr clase. The unlyerslty methods spe-
clallst may spot-check tbem but ba Is not supposed to look 
through all of tham • 
If а leeeon le to Ъе а succesBf Ite plan mustbethoog^ 
out earefully, How лшзу of Its detaile are to Ъе conmltted 
to paper depende on how    e l nc d the teacher ie as well 
ae on the natore of the materials involved. For а con^etent 
teacher It may stxffice to enuaerate the dlffeirent parts of 
the lessoni puttlng down the headings, pagea and exerclses« 
For an lne3q>erlenced student, however, It ie indispensabla 
to write doim the whole course of the lesson. His plan must 
indude all the questions or sentences he is going to uee in 
•zplaining or checking the material he intende to teach to 
his class so that his Supervisor nay elijoinate in time the 
possible aethodological or language mistakes or words or 
constructions unfamiliar to the pupils • 
To Ъе аЪ1е to participate in а matter-of-fact discus-
sion those attending а lesson must knowr «hat they hav« to 
pay attention to and take note of during its course. The 
problem of lesson analysis is one that has Ъееп grosslyneg-
leeted in pedagogical literature. In so far as we know а 
tireatment of fo3?eign language lesson analysis has only Ъееп 
given Ъу Mackey (1965) and Specht (1971)« Views on the edu-
cational and emotional value of lessons can Ъе fotmd In writ-
ings dealing with the prоЪlern of efficacy of teaching (Jes-
sipov, 1962; Kõverjalg, 1965; Pedajas, 1971; Villand, 1965)» 
The general outline of the present treatment is basad on 
the instructions issued for student-teachers by the Depart-
B»nt of Fedagogy of Tartu State TMiversity (1972) and many 
of the suggestions offered below simply result from first-
^|||т>д obseiTvation and e39erience in conducting discussions of 
lessons in the course of student teaching practica over а 
number of years* 
Theie are very many different factors that contribute 
to the success or failure of а lesson* The most important 
aspects that have to be taken into accoimt will be епгшег-
ated below. 
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1, The classrooB 
l8 the classrooB siiltable In slse and shape? Is It 
llght enough? Сад It Ъе dar|»Bied when zteceseaxy? le It poe-
slble for all tbe puplls to see and Ьйаг eTerythlag tbatle 
going on In any part of the тоош? 
Gan the puplls Ъе eeated as necessai^ (e.g. aa» Ъу on* 
when vriting а test)? Gan they leave thelr place vlthout 
dlsturhing the others (e.g. when they have to go to the 
blackboard, ete.)7 
Is the classroon fumished with the necessaxy equip-
ment (desks or tables and chalrs; а blackboard, ehaUc and 
düster; а tape-recorder, filjnstrip or film projector; plc-
txires, tables, flashcards, objects for demonstration) ac is 
it necessary to fetch them from somewhere eise? 
Is the equlpment ready for the lesson (the blackboard 
clean, the pictures and sildes in the necessary order, the 
tape-recorder set ready) or is it neoessary to waste tine 
on preparations durlng the lesson? 
Is the classroon ready for the lesson? Has it been 
aired? Is the floor clean or littered with rubbish? Aare 
the desks in place? Has the date been written down on the 
blackboard? 
2. The beginnlng of the lesson 
Does the lesson begin on time or is the beginning de~ 
layed for any reason? 
Are all the pupils standing Q.Tiietl7 at their pleyces or 
are they running about, shouting or tal king and do not no— 
tice at all that the teacher has entered? If so, does the 
teacher start the lesson immediately or does he first make 
the class quiet? How does he do this? 
Are any of the pupils late? Does the teacher lasist on 
thelr apologizing? What language must they use? 
Do any of the pupils apologize for not havixig done 
their homework? In what language are the apologies made? 
What is the teacher's reaction? Does he make а note of it 
in his pocket-book? 
Does the pupil on duty give а report? What does he 
say? Have the names of those absent been written down on 
the blackboard? 31 
3» The plan of the lesaon 
What type of leseon is it (mized type or uniform) (I.e. 
are different language aspects taiight dtiring the lesson or 
is the whole of it devoted to only one of them — granonar, 
reading, conversation, ete.)? 
Is the plan of the lesson logical and well thou^xb oat? 
Does the leseon conslst of several clearly--defined parts or 
does it form an organlc whole where one part merges unno-
ticeably into another? Wbat is the te«cher*e approach and 
is it justified? In case of the first approach, are the pu-
pils toid when they pass on to the next part of the leseon? 
Is it necessary to teil them? 
Is the dtiration of the different parts of the lesson 
just right, or too Short or too long? Do the pcplle gel; tired? 
If 80) does the teacher notlce it? What does he doto bright-
en them up? 
Does the teacher manage to carry out everything Ье hae 
planned? If not, why not? How does he соре with the Situa­
tion (changes the order of the different parts of the leeem; 
sbortezis some of the parts; leaves out some of the parts; 
eimply carrles on till the end of the lesson and then leavee 
out what he cannot manage to do)? Does the teacher find the 
right Solution? If not, what should have Ъееп done in the 
given case? If the teacher has some tlme left over, what is 
the reason? How is thls tlme used? 
Does anythlng disturb the lesson (e.g. а broadcast from 
the school radio centre, а medical ezaminatlon of the pu-
pils, some noise from the street, corridor, nelghbourlng 
rooms, upstairs, ete.)? Does thls affect the course of the 
lesson In any way (th* presentation of the materiell the 
discipline, ete.)? Does the teacher соре with the Situation 
(сап he adrust his plan to make up for the tlme lost, сап he 
do away with the cause of the noise, ete.)? 
Whlch skills are drilled (listening, talking, reading, 
writing) ? How are they drilled? In what proportion are they? 
Is thls jxxstified? 
How are speech hablts developed (with the help of plc-
tures, actions, situatlons, discusslon, ete.)? For how much 
of the tlme can the pupils speak? For how much of the tlme 
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doee the teacber epeak? (Store wo should геаввЪвг thatagood 
teacher speaks as little ae poselble and hie рщ>118 
as mach chance to speak as poselble) • How auch tim Is egpefc 
on work In Chorus? How Bach-itlm Is devoted to elleat work? 
Vhat kind of work l8 It (readlsg, writiag, etc.)? 
Does the teacher vary his approach Ъу altematliae the 
drill of dlfferent skills? 
4« OHestlonlag 
Are aoy of the puplls qtiestloned? Is It done oorally or 
In wrltten form? 
In ease of а wrltten test, Is It prepared or unpre-
pared? Is It long or short? Is Its length rlght In the gLir-
en case? Are the puplls glven enough tlme to wrlte It? Are 
they told beforehand how Buch tlme they will have to wrlte 
It In? How do the pupllB slt durlng the test (In palrs or 
slngly; are any of them asked to change thelr seats)? Does 
handlng In the papers go smoothly? Does the teacher make 
any methodologlcäl mlstakes In admlлIstering the test? 
What types of oral questlonlng are resorted to (gen­
erale Indlvldual, comblned guestlonlng)? Do the puplls 
stand up or remaln slttlng wiille answerlng the questlons? 
Are they asked to face the class whlle talklng? How mich 
tlme Is taken up by guestlonlng? Is thls justlfled? 
How many puplls are questloned and märked? Does the 
teacher glve marks durlng general questlonlng? Does the 
teacher take Into account the puplls' partlclpatlon throuf^r 
out the lesson? Are the marks glven by the teacher justl-
fled? Does the teacher Inform the puplls of thelr marks In 
а lotxd volce? Does he enter the marks In thelr daybooks? Тл 
the tlme devoted to the questlonlng of each of the puplls 
justlfled? Does the teacher pralse or reprlmand anybody? 
What Is the level of the puplls' knowledge of.theeub-
ject? Do they make many mlstakes? What klnd of mlstakes do 
they make (proniuclatlon, grammar, lexlcal, spelllng mls­
takes)? Are all the mlstakes corrected? If not, ittiy not? 
Who corrects the mlstakes, the teacher or the other pu­
plls? When are the mlstakes corrected, Immedlately or at а 
later stage? Is there а so-called "teacher's echo", l«e. 
does the teacher repeat the puplls' answers? Are any wrong 
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foxms repeated? Ar« the correct answ*re i«p«at*d Ъу thos« 
who Bade mlstakes at tbelr flrst attempt? Doee tba teach-
er give thft puplls tlae to thlok after hls questlon or doee 
he expect an anewar iBmedlately? Does tbe teacher make tbo 
wholo claes repeat In chonus tbe answers that offer dlffl-
culties? Are the рщ>118' Ъоокв and exefel8«*>book8 open or 
shut durlng questlontng? 
Boes the teacher check «iietber everybody has irrltten 
hls hoaework? Are the exerclses done at home read from the 
ezerclse-book or the teztbook or are they «ritten doira on 
the blackboard? Doee the teacher glve the puplls any maxks 
for them? 
Do the puplls ralse thelr hands durlng questlonlng? 
Doee the teacher also call on those who do not put up thelr 
hands? Are all the puplls glven an opportunlty to speak or 
are soae of them called on several tlmes while others are 
neglected? 
5« Presentatlon of the new aaterlal 
Are the puplls taught any new materlal or do they pr«^ 
tlse only irtiat they have Ъееп taught earller? How mich new 
materlal Is there (Is Its asslmllatlon wlthln or beyend 
the pupila* powwre)? 
Is It neoessai^ to revlse anythlng Ъу way of prepar-
atlon for the e:^lanatlon of the new materlal? Does the 
teacher do thls? How Is the revlslon carrled out (dees the 
teacher ezplaln everythlng all over again hlmself or does 
he aake the puplls do thls)? 
In case there are dlfferent new materlals (words, 
grammar, а text, sounds or Intonation pattems), in what 
order are they taught? 
Is there any new granmatieal materlal? How Is It pre-
sented? Does the teacher use the inductive or the deduc-
tive method in ezplaining thlngs? In what language are the 
ezplanations glven? 
Are the puplls taught any new words? How is thelr 
put across (with the help of Visual aids, syno­
nyme, antonyms, definitions, contezt, suffixes, prefixes, 
conversion, coorpoimd words, analogy, international words. 
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Saeslan equlvalents^ natlye equlvalente, etc«>)7 Are the 
teclmlques chosen Ъу the teacher suitable? If not, «Ьуаоб? 
Eow Is tfae new tezt piresented (Ъу playing а record-
ing, Ъу the teacher or гош^ of the papile reading It out 
leud, Ъ7 the pupils reading it sileatly)? Is reading prac-
tised in class? Eow is it done (together with the tape-re~ 
corder, together with the teacher, in chorus, Ъу soae in-
dividual pupils)? Is the whole text read or only some pas-
sages 3f it or will the ptq>il8 have to read It at hone? Is 
the teacher's approach ;}astified7 
Is it necessary to check the pupils' understanding of 
the new text? How is it done (through translation, gues-
tions, exercises, ete.)? Is understanding of the wheile text 
or of only parts õt it checked? 
Do the pupils understand all their teacher's explana-
tions? Are these ezhatuitive? Are they correct firan the sci­
entific point of view? Are any parallele drawn with facta 
aiready familiar to the pupils from their earlier ooarse of 
the foreign language? Are any contparisone aade with tbe pu­
pill nati-vB language or with Bussian? What is the rate of 
presentation of the new material (slow, too fast, just 
right)? 
Does the teacher check whether he is understood Ъу 
evexybody? How does he do this? If he is not understood, 
what is the reason? (Is there too much oaterial or is it 
too difficult for the class? Are the explanations perfunc-
tory, inconplete, confused or too involved? Are the ехэм-
ples insiafficient or inappropriatei) Ihat is the teacher's 
reaction when he discoyers that he has not Ъееп understood? 
How does he nake the thing clear to the class (Ъу i^epeat-
ing his explanations, Ъу ninlrlpg soae pupil esplain tlmall 
Ofver again, Ъу giving additional exanqples, Ъу aalrlng tbe 
pupils do sõne exercise, ete.)? 
le the new material susnned щ> in any way? itbom is 
this done (the teacher or the pupils)? 
Is the new material Consolidated properly and suffi-
oiently? How is this done? If it is not done, why not? 
To what extent do the pupils master the new material 
taught to them? 
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6. The study aids 
Does the teacher use aoy atidlo^vlsual aids In his les-
son? Whlch aids are iised (the tape-recorder, irecord-player, 
objects, plctuxes, fllm~strlps| а flaimel-board wlth cut-
tlzigSfä magnetio board,tables, diagramsi flashoards, maps, 
flljBs, ete.)7 Can the pupils see them all the time or are 
they kept hldden from slght untll they are seeded? Is the 
cholce of the aids justlf led? Are they sultable f or the pia>-
pose? Are they large and vivld enough? Is there а suffl~ 
clent number of them? Are they used effectlvely? Do they 
help the teacher to make thlngs clearer and more interest-
Ing or do they onlj waste time? Is It posslble to iise other 
aids to teaeh the same materlal? 
7. The blackboard 
Is the blackboard large enough and of good quality? Is 
the chalk good? 
Is the blackboard used liäienever necessary? Is every-
thlng the pupils are ezpected to wrlte down In the forelgn 
language also «ritten down on the blackboard? Who vrltes It 
there, the teacher or the pupils? 
Is the blackboard used effectlvely? I.s the dlstrlbu-
tlon of the materlal on the blackboai>d expedlent? Does the 
teacher teil the pupils where they have to wrlte on the 
blackboard? Is the handwrltlng on the blackboard clear and 
leglble? Is It large enou^? If some pupil does not wrlte 
properly, does the teacher draw hls attention to the fact 
and make hlm do better? Are any underllnlngs, arrows, ete. 
used to make the Important thlngs prominent? Is any colour-
ed chalk used? Is It easlly dlstlngulshable on the black­
board? Axe all the mlstakes on the bladcboard corrected? Who 
corrects them, the teacher or the pupils? Is everythlng that 
Is wrltten on the blackboard also read out In а loud volce 
and who reads It, or does the work proceed In sllence? Is 
e-rexTthlng that Is wrltten on the blackboard kept there long 
enough for everybody to сору It? 
Who cleans the blackboard, the teacher or the pupils? 
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8« Homeworlc 
Are the puplls aselgned suoy homework for tbe sext tlme? 
At what stage of the lesson. is this dooe (at tbe begiimingi 
in the mlddle, at the end, after the bell has gone)? Is thls 
the right moment to do It? Is the amount of the hooevocrlc siif-
flclent to consolldate the new material taught In elaes or 
Is It too llttle or too much? Does the teacher only mentlon 
to the puplls what they will have to do at home or does he 
write it down on the hlaclcboard? Does he make use of any аЪ-
breviations or special signs in doing so? 
Does everybody imderstand what the hcaidworlc is? Are any 
additional e  lanations given about it? Are the pupils toid 
to take а look at the exercises they will have to do?Axe any 
of the sentences done in class to make the homework clear? 
Does the teacher check whether everybody writes hie homework 
down in his daybook? 
9, The end of the lesson 
Does the lesson end on time? If it ends earlier or lat-
er, what is tbe reason? 
Do all the pupils stand quietly at their places whea the 
lesson is finisbed? 
Who is the last to leave the classroom, the teacher or 
the pupils? 
Does the teacher make tbe pupils clean tbe blackboard 
and open the window? 
Does the teacher take tbe class down to the lunchroom, 
cloakroom, etc.? 
Is the door of the room locked after the lesson? 
10, The teacher 
Is the teacher's appearance neat and tidy or slovenly 
and untidy, or in any other way imsuitable for tbe occasion? 
What is the teacher's manner like? Is he brisk and »n-
ergetic or slow and dull? Does he nake use of mimiciy япД 
gestures? Is he good at demonstrating actione «иД creating 
situations? Is he sure of himself and resolute or heeitant 
and sby? Does he always give clear and Tuiambiguous conunandB 
il 
во that all the pupils know what they are bJipected to do 
(wbether they have to open their books or ezerclse-books or 
keep them closed, whether what is said or written downmtb» 
blackboard is to be put doim in their exsroise-books or 
whether the explanations are only to be listened to without 
writisg aiiything down, whether they are to speak in chorus 
or singly, to give their answers Standing up or remaining 
seated, to raise their hands or answer spontaneously, eto*)? 
Does the teacher see to it that ь-t я coBBoands are really 
obeyed? 
How does the teacher speak? Does he speak loodly, die— 
tinetly, understandably, with e:;q)ressio!i «pä «t а speed 
or is his Speech difficult to follow being loW| indistiaet 
and monotonous or too fast or faltering? Is his language 
correct and fluent? Bas he any mannerisas (вирегПдюав words 
or phrases, gestures, etc*)? Is the teacher's tone calm «пя 
friendly or Sharp, nerrous or cross? 
Is the teacher's attitude to his pupils encouraging and 
friendly or is he indifferent, cold, cross or suspicious? 
he exacting and strict but at the same time just or is he 
too strict, too lenient or xmjust and partial? Is he able 
to са1ш down and resume his friendly tone after häving made 
some Sharp гешагкв to one of the pupils or does he continue 
to be angry and cross with everybody long after that? Is 
the teacher's manner of presenting the material and his 
treatment of the class in accordance with tbe level cf their 
mental development or does he talk down to them, treating 
senior pupils like little children? Does he use "sina** or 
"teie** when he has to address them in Estonian? 
Does the teacher achieve а good contact with the class? 
Can he make everybody attend to him and perfозли all the 
tasks he gives them? What is the mood prevailing ab the les-
son? Is it calm and normal, eager and enthusiastic, strain— 
ed ДТ1Д apprehensive, frivoloxis or languid? Is the teacher's 
approach to the pupils differentiated? Does he encourage 
those who are shy, give special tasks to those who are very 
quick or restless and conseguently apt to break disci-
pline, is he patient with tliose who are slow or xiervous? 
Does he notice when some of the pupils have difficulties? 
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Soes he tmderstand what tbe causes are aud Is he аЪ1е to 
jauLke thlBge clear to them? 
Wbere does the teacher taks up hls posltlon In the 
elassroom? Does he stand in one place, remaln eeatedormJlc 
about? Is tille the right thlng to do7 
Does the teacher notice everythlng that Is going on in 
the elassroom? Is hls reactlon right in evei^y case? Does 
he соре with evei7 contlngency? Is he able to answer all 
the uzieogpeoted queetlons? How does he treat g[aestlon8 ttiat 
are Irrelevant to the subject in hand? 
11« ghe puplls 
Are the paplis actlve or passive at the lesson? Ihat 
are the reasozus for It? Does everybody listen to theteaeb-
er? Does the teacher try to make everybody actlve? Hovdoes 
he do it (by worlElng in choros, glvlng the puplls Individ-
Tial tasks, making them correct and coi;9lenent each other's 
anewers, ete,)? What is it that makes the puplls especlal-
ly Interested and actlve or inattentlve and passive? 
Do the puplls speak In а loud or low volce? If they 
speak loudly, how does the teacher achieve thls? Jf they 
speak in а low volce, does the teacher try to make them 
speak up? How does he do it? Does he succeed? 
Are there any bireaches of discipline? In case there 
are, of what klnd are they? What causes them (boredom re-
sulting from the slow teo^o, dlfflcultles In followlng the 
teacher as а result of the teII o being too fast, somechll-
dren who are unruly by dlspositlon, ete.)? Does the teach­
er notice the breaches of discipline? What is hls reactlon? 
Is there any proiopting? Do any of the puplls use crlbs? Aze 
they caught by the teacher? Are they punished in any vay? 
If the discipline is perfect, how does the teacher achieve 
thls? 
How do the puplls eit, stand and walk at the lesson 
(upright or bent, in an orderly or slovenly way)? How do 
they Sit irtien writlng (straight or with thelr noses almost 
touchlng the paper) ? Does the teacher pay attention to tbedr 
bearlng and make remarks nAien aiiything is wrong? 
What is the puplls' appearance like (neat tidy or 
slovenly and dirty) ? 
Do aziy of the puplls stand out in а positive or nega­
tive sense? 
12, The language ttsed at the lesson 
Does the teacher tjcy to create а *'foreign atfliosphere" 
in the clase? In what language are hls comoands glvenTDoee 
he use the native or foi«ign variante of the pupils' Chris-
ian naioes in addressing them (e.g. Feeter'or Feter, foomas 
or Thomas, etc.)? Does he izse the foreign language when-
ever possible (or does he use it too often or too seldom)? 
Do the pupils understand their teacher's Snglish? In 
case they do not, what is the reason (does theteadier spealc 
too fast or indistinctly, does he use words that are un-
familiar to the class, etc,)? Does the teacher notice it 
when the pupils do not imderstand him? Vhat is his reac-
tion? (Does he carry on without paying any attention to the 
fact? Does he repeat his words? Does he try to ezplain the 
same thlng in other words? Does he have recourse to ges­
tures? Does he translate what he has said? Does he шаке 
some pupil translate his words? Does he switch over to Es­
tonian? etc«) 
Is the teacher's English good? Does he make any gram-
matical, lexical or phonetic mistakes? 
What language do the pupils use in addressing the 
teacher? If they use Estonian, does the teacher insist on 
their using English? Do the pupils make mistakes? Are their 
language mistakes corrected? 
Is the pupils' pronunciation good? Does the teacher 
pay attention to their pronvinciation? Does he insist on 
their using the correct sounds and Intonation pattems? Iho 
correctB the pronunciation mistakes, the teacher or the 
class? 
Are any pronunciation exercises don6? Have tbei^adef-
inlte object? Is it clear to the class what they are 
practising when they are doing а pronunciation exercise? 
Are any eaqplanations given about the articulation of the 
souxtds or the Intonation patteims that are corrected or 
practised? Who gives the explanations, the teacher or the 
class? How is the pronimciation ezercise carried out? Is 
it affective? 
13» The educatlonal and emotional aspeota of the leason 
Does the leason have any educatlonal valite? Boea the 
teacher take advantage of all tbe poeBlbllltleB Inhereat in 
the materiais taiight at tbe leason? Does tbe lesson sevre to 
inculcate in the ptipils the spirit of Soviet patriotisa or 
intemationalism, tbe right attitude to «ork, their dntlee, 
tbeir fellow citiaene and their fasiily? What otberldeae and 
valuea are instilled in them? 
Does the leason widen the piipils' outlook? Does it of-
fer then any new information? What is it? Hov is itpresoDt^ 
ed to the class? 
Does the teacher make the pupils recall and use any of 
the knowledge they have acqtilred in studying the other виЫ> 
jects of the currictilum (geography, history, literatrxre, 
ete«) in diecussing the topic of the lesson? 
Are the pupils made to think? Does the lesson serve to 
develop their power of attention, memory, imagination, ini­
tiative, etc.? In what way? 
Are the pupils given any independent work to do? Are 
any of the pupils assigned Individual taaks? 
Is the lesson interesting or dull? What шакэа it so? 
Does the teacher have recourse to any poems, songs, 
games, oosqpetitions, gymnastio exercises, etc.? Are they 
hrought in at the right time and place? Are they only meant 
for relaotation and entertainment or are they in any «ay rel­
evant to the subject or object of tbe lesson? 
Is the tempo of the lesson just ri^t, too slow or too 
fast? 
14« The oh.lect of tbe lesson 
What are the practical, educational and cultural aias 
of the lesson? Does the teaclher pursue them consciously 
throughout the lesson? Are tbey achieved fully, or only 
partly, Ъу chance or not at all? What are the reasons? 
Do all the pt^ils assimilate the materials taugbt to 
them? To what degree do they succeed in doing so? What axe 
the reasons? 
Does the presence of the visitors have any noticee^le 
6 
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effoct on tibe "teacher's or рцрИв' level of perfocnance? le 
thle effeet positive or negative? 
If tbe object of tbe lesson has not Ъееп attained ful-
ly, ie there anTthlng that mlght have Ъееп done dlfferently 
to acbleve better results? 
Z X X 
Xquipped with notes conceming the above-oentioned 
polnte, those 1^0 have been present at а teacher's lesson 
are in а position to discuss it* As has been pointed out 
above, the point of departure should always be the object 
the teaeher had set himself when pieparlng for the lesson, 
If «e are clear about his object, we are able to evaloate 
the teehniques he applied and estimate to what extent these 
contributed towards the achievement of the results desired« 
It should be bome in mind that even at а lesson of ttae mix-
ed tjpe one can never do everything. Aceordingly, а teaeher 
should never be expeoted to make use of all the possible 
teehniques he is familiar with or bring into play all the 
aide and equipment at his disposal, As а ruie it is for hin 
to decide which ones out of the many possibilities to chooee, 
and if the results are positive, i«e« if he is able to at­
tain the aime he has set himself, the lesson as а whole 
should be regarded as а suooess« For а group of students «ho 
are taking their first steps in the field of language teacb-
ing it oay be of interest to discuss all the possible al­
ternative Variante of the lesson in question, but incaae of 
experienced teachers who discxiss eaoh other's lessons it 
would be futile to count among drawbacks the omission of one 
or another technique or aid when it is quite clear thatthey 
would not have enhanced the efficacy of the lesson« Discus-
sing а lesson in terms of the aims pursued by the teaeher 
we should be satisfied if they have been attained and not 
find fault with him for not having done what he did not set 
out to do« If it is feit that the object set by the teaeher 
was too narrow, he may be criticised for not having set him­
self а broader or more appropriate aim, but it would be 
wrozig to maintain that the aim was not attained if what he 
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bad set out to do «ae aetually aehle-ved« If we want to see 
the use of aaxQr di^ferent teebniques and aide, we have to 
Visit а хшшЪег of different lessous, preferably oondueted 
Ъ7 different teacbers who have previously Ъееп inforasd of 
the special wisbes and inberests of tbe visitors« 
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GBBASER ЛгГФБЯФЮК ТО SBAINHTG ?Ш (TRAT. СОШББНВВВХОН 
IX FQBSIGN lANGüAGB IB3S0B5 
G. KivivSli 
Good progress has Ъееп made In forelg]i->laxigiiage tui-
tipn as а result of the Goverzment declslons on Improvliie 
the teachlzig of forelgn languages in the ÜSSR, It has Ъееп 
polnted out in the declslons that slnce cultural and eco­
nomic tles are Increaslng wlth capitalist countrles, the 
need for people who have а veiry good practlcal Imowledge 
of forelgn languages, both written and spoken, Is caistant-
I7 growlng» 7or speclalists in various fleide of science, 
englneerlng and culture, and also for the worlclng popula-
tion throughout the country, а knowledge of forelgn lan-
guages Is most ijoportant for getting to Imow and popular-
Izlng scientific and technloal aohlevements on а broad 
Scale. Forelgn-language tultlon is glven at all Institu­
tions of hl^er and speclalised secondary education, at all 
general-educational secondary schools and at elf^t-year 
schools. The foremost schools and а number of higher edu-
catlonal Institutions have made notable progress in for­
elgn-language tultlon« 
Is Is known, the mein alm of forelgn-language instruc-
tion at secoodary and higher educatlozial establishments Is 
to glve the studehte а practlcal knowledge of forelgn lan-
guages, whlch means that they should be able to read and 
understand а forelgn language in Its «ritten form, to un-
derstand it when it is spoken, and to be able to speak lt. 
Whereas certaln progress has been nade by our teachers in 
trainlng the stxidents to read and understand а forelgn lan­
guage in its «ritten form, the students are often at а 
loss «heü it cones to speaklng and understanding а forelgn 
language in its oral presentation, either recorded or live. 
In the present artlcle an attempt has been made to touch 
upon some of the problems pertalning to comprehension of 
oral mate]?lal; some suggestions have been made as tohowto 
Increase the ability of oral comprehenslon of the students. 
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It le sometlmes contended tbat people learning foselg& 
langoagee only rarely need to speak 'tbea azid tixat It is far 
Bore liaportant to acqulre а 'readlag knowledge' of а f oxelga 
langoage. It is true tbat tbere are тану people who need to 
Ъе аЫе to read а foreign laaguage'witbout also havisg tbe 
aeed, or at least the opportunlty, to speak it. However, 
the nuffiber of such people is decreasiBg with eveiy year* 
fbe students of (Tartu State üniversity have in gener— 
ai made good progress in acquiring а reading knovledge of 
foreign languages although very often they read at stxidy 
speedi that is, at the slowest reading epeed, which nay re~ 
eult in а barrier to со]|фге11епа1оп and is itself aresult of 
too much attention being paid to analytical reading at foiv 
eign language lessozis* Our students bave also acquired bas-
ic speech babits. However, а number of our students cannot 
yet fully comprebend а foreign language when it ie spoken -
it is only with great effort that the/ understand а record-
ed tezt or conversation uttered at normal speed and if they 
met а foreigner, they would be in great difficulties as re-
gards сотргеЬе1ш1оп. The teachers often forget that above 
all the students wish to leam to speak the language and to 
understand it when it is spoken. Vhat the students are of-
fered is quite often only the ability to read and write. Of 
course the students want to be able to read books and write. 
But nearly all students feel that this is not enough. They 
want to be able to talk to others in Snglish, even to otbera 
who are not native speakers, and to understand it. it goes 
without saying that the teachers should give the students 
more opportunities for developing the skills of speakingasd 
oral compreheneion. 
In ozrder to increase the ability of oral coo^rehension 
the teacher should pay more attention to work with orail ma-
terial. Very good for that purpose seem to be different 
texts which are presented to the students orally, either by 
the teacher himeelf or from а tape or disc. The texts need 
not be very long - the ideal length of а text seems to be 
20-55 type-written lines. Düring the presentation of the 
text the students do not see it; only after the text Ъяр 
been worked through will they see it in print, 
Work with oral comprehension texts may be divided into 
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the following stages (the ideas given below ebcald Ъв treat-
ed as STiggestloxxs only): 
1« IdeteniDg, She teacher reads the texb once« ФЬе 
studozxts listen only and try to imderstand as шосЬ. ae they 
can at flrst bearlng, ФЬе text should Ъе read at normal 
epeed, 
2. Lletening žind understandlng. The teacher reads the 
text agaln, stopping at convenlent points to esplaln unfa-
mlliar words and constructlons. Rather than give direct ez-
planationsi he trles to elicit as шиоЬ infonoatlon as pos— 
slble from the students. Ss^lanatiozm should Ъе glven en-> 
tlrely In Bngllsh. Translation Into the students' mothezv-
tongue aay, on occaslon, Ъе used as а last resort яяд then 
only to translate lezlcäl items, not pattems« The teacher 
mast eneure that the studente understand the text oomplete-
I7 hefore proceeding to the next part of the lesson* 
3« Idstening. The teacher reads the text once more« The 
students should now Ъе In а posltlon to understand all of 
it. 
A-. Readlng aloud. The students now see the text in 
print. Individual students are asked to read small sections 
of the passage. This is done quickly round the class« 
Inswering miaed questions (the text is shut)« The 
teacher asks questions about the text to elicit short ae ex-
tended answers. The questions are asked rapidly гогшД the 
class. 
6* AaViwg mixed questions (the text is shut)« The 
teacher may get the students to ask each other questions 
about the text, or he лау choose to elicit questions in the 
following manner: 
Teacher> Ask me if it was printed in the papers? 
Studentt Was it printed in the papers? 
Teachert Vben... 
Student! When was it printed in the papers? ete. 
Я.В« If time is Short,, or if the students aoce quite 
proficient at answering and asking questions, Stages 5 and 
6 may be omitted* 
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7. OreüL composltlon (the tezt Is open). Oral conposl-
tlon Is espeeially ueeful for givlng praetloe In usiag the 
1 «•ngwaga fldready leanxt so tbat etudeuts begln to 
thoroughly at Ьояе with lt,'and tq гше it eo oonCMentlj^ tbeb 
It doee not l^pede the efflclency of their thlaklag« fhle 
is а gulded co^>oeltlon ez»rolee, the materlal for whloh Is 
to Ъе found in the text* For example, the teacher niay aek а 
Student to that he were the person nentloned In the 
tezt and to descirlbe «hat happened, not Includlng any Ideas 
whleh are not in the text« 
Apart froa desoriptive tezts used for oral cooprehen-
sion, the tezts read may Ъе deliberately controversial, the 
arguments presented oay Ъе deliberately provocative and even 
 lgoted and eztremist. They are short essaye which argne in 
favotir of а proposition. The tezts need not Ъе acadeoic es-
eays} they are light, infonual and conyersatlonal in style* 
They are all, of course, used for oral comprehension, How-
ever, they are also aimed at motivating the students Ъу any 
means - even Ъу malring them angry - and sparking oCf а spon-
taneous dehate in the class. Thus, such tezts serve two 
purposes - they can Ъе used for oral comprehension and for 
class discussion or de ate and are very suita le for con-
versation lessons* 
What hindere efficient oral comprehension? Listening 
to what is said in а f03?eign language may Ъе used to ezpand 
уосаЪи1агу as it is now generally accepted that vocahulary 
is most effectively ezpanded through awareness of usage -
Ъу seeing and hearing words in contezt. Words pass flrst ixb-
to recognition уосаЪи1агу and suhsequently into otir usage 
уосаЪи1агу. Foor vocabulary оЪу1оие1у hindere eon^rehension 
which may Ъе the result of а limited ezperiential Ъаск-
ground. 
Vhen the meanings of individual words are known diffl-
culty frequently arises from complezity of sentence atruo-
ture. from not laaowing the sentence pattem used* Compre­
hension. can thus Ъе develõped through giving the students а 
hetter knowledge of grammar, especially of the more complez 
structures. 
Poor comprehension miay well arise from а stvident's iiL-
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ablllty to oonoentrate. which requires careful dlagnosls. 
The cause шау Ъе poor eye-slght, bearlng or bad bealth. 
Bnotlonal dlfflculties may Ъе resolved with the teacher's 
ejniqpatbe'tlc Cooperation« If the student is not Interested 
In hls work he laeks the motlvatlon to concentratlont Shus 
the teacher mist enstire that materlal aod presentatlon are 
Interestlng« 
Foor contprehension often arlses from the speed tised 
at the presentatlon of materlal whlch may seem too hl^ for 
the student although It Is only the normal speed used In 
Speech» The student may sliqply not Ъе tised to such speed ae 
texts at forelga->language lessons are often read at very 
slow speed. That Is why maxiy contesrporary authors empha-
slze the need for the presentatlon of materlal at normal 
speed from the very Ъев1лп1ng, When materlal Is presented 
at slow speed It results In hlgh contprehension of sloqple 
materlal and low comprehenslon of complex materlal, 
Students should Ъе e3q>osed to dlfferent varletles of 
а forelm language» social and regional} they should hear 
а forelgn language In Its presentatlon Ъу dlfferent peopl»« 
Desplte the fact that tapes and dlscs wlth recordlngs of 
dlfferent people and language variante are avallable It of­
ten happens that llttle use Is made of them and the only 
variant of the forelgn language the student hears Is that 
used Ъу hls teacher. Ind the result Is that such а st  dent 
сап hardly comprehend the speech of other people. Wlthout 
encouraglng and trainlng the students to listen to dlffer­
ent varletles of а forelgn language they will never achieve 
notable success in comprehendlng а forelgn language when 
it is spoken. 
The need for oral comprehenslon of forelgn languages 
is growlng every year as contacts with forelgn countries 
ine]?ease in the flelds of commerce, culture and sclence.In 
view of thiSy foreign-language teachers are confronted wlth 
а very inportant task - to find ways how to Increase their 
students' ability to speak forelgn languages and to com­
prehend what is spoken. Givlng the students а readlng knon^ 
ledge of а forelgn language alone Is not enou£^. 
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SFPICIEHCY IN НБАВПЮ ВШЫЗН iS • 7QBBIGN lAHGUAGE 
IN ФНЕ MSLI STAGBS OF HBTRUOTION 
M. ElylvSll 
language de actlvity, actlTlty basically of four klndet 
speaklziei llstening, «rltlng and reading« We spend а large 
part of our «aklog life speaking, listening, «rltiug aad 
readjjog - with uoderetandlng as the maln Ingredlent in each* 
To read Is to graep language pattems from tbelr .writ<r 
ten representatlon« As deflzied Ъу Elychnlkova ( Клычнмкола, 
1973:6), from the psychologloal polnt of vlew reading Is an 
act of perceptlon and intensive prooessing of infoxmation 
graphically codified according to the system of the langimge 
concemed« Thxis, the reading process indudes both the per-
ception of the printed material and its ooiiQ>rehension« 
Bfficient reaiding is а task that has Ъееп facing шап-
kind ever and ever more• This is due to the fact that the 
amoxint of literatiure published is increasing every year, 
which neceseitates а careful selection of what to read and an 
increased efficiezicy in reading« Accordizig to an estimation 
made Ъу the U.S. Council of Library Besources in January 
1964i '*the world's annual production of boOks is 320,000 ti-
tles - nearly 1,000 fresh works every dayl In addition, tbare 
are 8ошв 33fOOO nevepapers and 70,000 periodicalB published 
on а regulär basis" (The Uany Faces of the Library, a.d«s34-)« 
Soglish is becoming ever nore in^ortant in scientific lite]>-
ature: besides the fact that about 60 per centof the world's 
radio broadcasts and 70 per cent of the world's mail is in 
Bnglish (Quirk, Greenbaim, Leech, Svartvik, 1972:4-), scien-
tists seem to tend to publish their works in Soglish' instead 
of other languages. For ezainple, according to the Statisti­
cal data published in the "Journal of Chemical Bdueation" 
(1959:^78), of all the literature on cheinistry printed in 
1938 30*3 per cent was in Snglish, 16.8 per cent in Russian, 
9*7 per cent in German, 6.1 per cent in Japanese, 3*3 per 
cent in French. Accordizig to an investigation made by the 
7 
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Saltykov-Sbebedrln State Library In Leningrad fron 1965-
1969» ffioet of the forelgn books read by our scientiete are 
in Bnglish followed by German and French, which eomprise 
70,9 per cent of all the books in foreign lang\iages read by 
the scientists, Books in Snglish are read more by physi-
cists, mathematicians, chemlsts, geologists, geographers 
and biologiste (Vatter, 1972:12)* 
Whether or not language leamers will be required to 
speak or write English, there is no doubt that they will 
want to read it for а variety of purposes; for recreation, 
for advanced studies, in the course of scientific worir, the 
main purpose of reading being the aoguisition of informa-
tion« It proceeds that the very greatest care should be 
taken Over the teaching of English reading, over training 
people to read efficiently, and this should be done from 
the very begizming« 
What ie meant by efficient reading? To read efficient-
ly means **to read as rapidly as one's intelligence, ша~ 
terial and purpose permit and to achieve the depth of un-
derstanding required" (Uacmillan, 1965:4^)* Thus efficient 
reading requiros а training for rapid reading and а train­
ing for comprehension - in other words, for intelligent in-
terpretation» Slowness and lack of comprehension are an 
enormous dieadvantage, The speed of reading among our 
leamers of English is often very slow, spelling-out and 
sotmding of words is frequent, and there is а heavy, un-
soimd reliance on the dictionary. 
Which are the most affective methods to be used for 
teaching reading to achieve with minlmuni effort maxLmum 
sults? 
The discussions in Bnglish concernl.ng the methods and 
materials for the teaching of reading began at least four 
hundared years ago. Beference may be made to John Hart's 
books of 1570 entitled "A Methode or comfortable beginning 
for all unleamed, whereby they may be taught to read Eng­
lish, in а very short time, with pleasure", The four hun­
dred years since John Hart's work have produced а tremen-
dous amount of material bearing upon the problems of read­
ing (A very comprehensive bibliography may be found in: 
W.S. Gray, The Teaching of Reading and Writing, ХШББСО, 
1956). ' 50 
Teachlng readlng to forelga leazners of Eogllshadls-
tlnctlon should Ъе made between the methods ueed to train 
readlng in tbe early stages and between those used after 
the early stages* 
In training readlng in the early stages emphasis is 
laid on the acqtiisltion of two skills • assoeiation and 
re Cognition - asõociation between the written and the spo-
ken language, between the written words and sentenoes and 
the way these are pronounced in speech, and the ability to 
recognize а number of marks on paper as words and groupsof 
meanings, which correspond to spoken sounds and which have 
certain meanings, After the early stages attention shoiild 
be concentrated on the acquisition of the following skills 
- speed and understandlng* However, readlng must be con-
duoted at normal speed already in the early stages* Speed 
is the abllity to recognize accurately а large number of 
words as whcles, thus minimlzlng the ntmber of stops the 
eye must make In soanning а line of print or script* It 
should be pointed out, however, that assoeiation, recognl-
tion and speed are of little use if а person oannob under-
stand what he reads* 
Most experts nowadays think that the best way to be-
gin to achleve the aim of teachlng to read books rapldly 
and understand them is by an oral approach, teachlng leam-
ers to understand certain words and structures by ear, and 
then to speak them before they are ezpected to read them. 
In the first stages of leaming Bnglish this seems to be 
the ideal order (Hill, 1967:81; Falmer, Bedman, 1952j113-
120| Fries, 1964:119t Selg, Sotter, 1968:271ff.). It means 
that the learners are never asked to read something con-
taining words or structxires which they are not already fa-
miliar with from häving heard and spoken them, so that 
their task is sintply to recognize on the written psyge what 
they already know in t2ie world of sovmds. In the ear liest 
stage this indudes recognizing the shapes on paper which 
correspond to the words and sentences they know by ear. 
It is possible to teach English only in its spoken 
form so that the leamer may not be able to read it, but 
it is extremely doubtful whether one can really read the 
language without first mascering it orally. Unless one has 
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mastered the fuBdamentals of Snglish - that le, ae а eet of 
bablts for oral productlon and receptlon ~ the process of 
readlng Is а process of seeking word eguivalents In his om 
natlvtt language« Sranslatlon on an exceedlngly low level le 
all that sucb readlng really amounts to* And tbls is jost 
the case wlth our leamers of Bngllsh - very often they 
translate everytblng into thelr mother tongue. 
The structural llngulsts estphaslze the Importance for 
success In readlng of а good fomidatlon In spolcen langaage« 
Iccording to an assessment of the relative tlme needed for 
various skills - nnderstanding, speaking, readlng and wrlt-
Ing - at the Initial stage 15 per cent of time is devoted 
to reading, 50 per cent to listenlng, 30 per cent to speak-
ing and 5 per cent to writlng* later on about 40 per cent of 
time is devoted to reading (АЪЪё, 1965:117)* 
llthou^ most езфегЬе assune that the route to reading 
is through speech there are also those who argvie that read­
ing and speaking are not inseparable (West, 1941:5-6)• It 
has been such an authority as Palmer himself who adMts the 
possibility of а coxirse aiming at "reading knowledge only" 
and proposes for those who want **to read foreign books of 
literary or scientific value of which no translation ezdsts** 
а course in which "no phonetic Instruction whatever will be 
given and all the exercises will be based on the passive as-
peet of the language" (West, 1968:153 - 154)« As early as 
1926 H. West was able to achieve, after twenty periods of 
practica in silent reading, an intprovement of 232 per cent 
in the reading efficiency of а class of seventeen-year-old 
Bengali students (West, 1941:7)• Narayanaswamy (1972:300-
309) refers to а project for the improvement of reading coot-
prehension at College level conducted by the Central Insti­
tute of Knglish, Hyderabad, in 1968-1969t and their find-
ings seem to confirm the validity of West's Frinciple of 
Specific Practica* Sven if we admit the possibility of 
courses which aim at reading knowledge only, they seem tobe 
applicable only at а шоге advanced level. in the early 
etages of learning to read Snglish all reading should stiil 
be а process of transfer tvom auditory signs to their equi-
valent Visual signs and of establishir; the necessary rec-
ognition habits« 
!Швгв mast Ъе а lot of readiaag aloxidatthe early stage 
to епаЪ1е leamers of Engllsh to read werde they bave not 
seen before - whlch they will have to do at а later stage -
and to ha lp tbem make the jiecessary assoclatlon between the 
«ritten and the spoken language* Beadlng aloud clearly and 
Interestlngly is an art Ist Ic sklll* Not all natlve 8i>ea]cer8 
of а language are able to read alo\id effectlvely. Beading 
aloiid is therefore not easy toxjastlfy as an end In Itself 
in teaching а foxreign language. It is, however, an affec­
tive practica and test of а foreign-language leamer's abi-
lity to read in general. The roie of readlng aloud in all 
stages of foreign-language learning has often Ъееп overestl-
mated and regarded as а very important way of mastering the 
skill of reading (Клычшкова, 197^s67 -71) • ^ e reading of 
imprepared tezts bas Ъееп recoomended at the advanced level 
as а way to expressive reading (Xbid«, 70 - 71)* It is verj 
doubtful how expressive reading can Ъе taugbt to leamers of 
liQglisb bj meazis of unprepared texts. 
А child usually begins to read at about the age of siz, 
whicb. is the age by which the process of learning to speak 
has practically reached cosqpletion. Host children acquire 
this skill without much difficulty. However, it has been 
pointed out that children vary considerably in their apti-
tiide for reading (Roberts, 1958:77)* Aptitude may be defined 
as **the potentiality of an individxial for learning а cer-
tain skill or а particular type of knowledge** (Theodorson, 
1969:15)« It is the ciirrent opinion of eduoatore that each 
child has an optimum point for the beginning of instruction 
in reading« This is called the point of "reading readiness**. 
Thus, the specialists say, though most children may achieve 
reading readiness by six, others may not reach it until sev-
en or eight, Conversely, some children are ready to read 
earlier than six - at five or four or even, in rare cases, 
at three* А quite original view has been advanced by Glenn 
Doman, who is of the opinion that the most appropriate age 
for teaching children to read is the age of two by the ap-
plication of special methods (Kees, 1967:3), 
As has been mentioned above, most children acquire the 
skill of reading without much difficulty. However, а child 
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who does not make normal progress in learnin^ to read is 
severely handicapped in almost all aspects of primary edu-
cation, and has little chance for sudcess in hi^er educa-
tlon unless bis reading problem ccui Ъе overcome« 
Heading difficulty occurs for many reasons. Poor meth-
ods of "teaching in school er the lack of appropriate я-Ыиш» 
lation at home can interfere with reading acquisition. He-
reditary factors or disorders of pregnancy in the mother 
may operate to produce deficiencies in abilities essential 
to reading, Beading problems may occiir in conjunction with 
in^aired vision or hearing, emotional disorders, poor 
health, slowness in development of spoken language, brain 
damage, or general mental sübnormality, Uore subtle defi­
ciencies of Visual or auditory perception, oral fluency, 
fine muscular coordination, motivation, or the sequential 
maturation of complex skills may also Ъе associated with 
reading difficulty, 
Since there is no Single cause of reading difficulty, 
all possible factors must Ъе considered in attempting to 
understand the conditions underlying any serious problem, 
Due to it more attention should Ъе paid to defectology in 
our educational Institutions where often language leamers 
who have reading difficulty are treated as lazy and negli-
gent, and the real reasons for failiire often remain xmdis-
covered and the defects in learners uncured (Eoemets, 
1967:907). 
The hahits involved in reading and writing the source 
language tend to Ъе transformed to the target language. The 
two alphabets being simllar facilitates the learning of 
reading, the two being different, hanrpers progress, This 
concems, above all, the reading system, As is known, there 
are alphabets which differ from the latin one Engüsh uses, 
some of them very different in appearance, It is much more 
difficult, for вхащ)1в, for а Bussian to leam to read in 
English than for an Estonian as Russin uses the Oyrillic 
aiphabet, where many symbols are different from those in 
the Latin aiphabet. Besides, some people, for example the 
Arabs, read from right to left, some from top to bottom, 
for example the Chinese, To teach English readizig to read-
ers of Russian, Arabic, Japanese, or other languages with 
54 
veiy different reading systems reqviiree prereadliig Instruc­
tion to Identlfy the letters of tbe Latin alphabet. 
Basically, to read in English can Ъе taught elther Ъу 
the phonic method or Ъу "look and say", i.e* by the word 
method although also the sentence method and the story 
od have been used for that pxirpose (Frisby, 1957» 213 - 222), 
When uslng the word method the language leamer l8 
taught to look at the whole word and regard and leam it as 
а whole« Look and 8ay means that they must leani evexything 
as а whole and have no foundation for being able to read 
words they have never seen before. According to the phonic 
method, each letter in the alphabet hae а sound andths reed­
er can sound out the word* The trouble with Snglish Is that 
its reading system is oxxly very imperfectly phonetic. Belat-
ing each letter in а word to а so\md can effectively pre­
sent some of the simpler spellizig pattems, but this method 
cause s confusion and difficulty when other spelling patterne 
are encountered where there is not а correspondence between 
letter and sound. However, despite the difficulties and 
confujsion that may arise the importance of reading rules and 
exercises based on them already at the initial stage hee been 
pointed out by several authors (e.g. Клычникова, 1973*26). 
Beading rules concem the readiiig of different letters and 
letter combinations. Although the rules are numerous azid 
there are many exceptions they are of great help for the 
learner. Some time ago detailed reading rules were given in 
our text-books. Now their importance has been ignored for 
some reason or other. 
That any reading system which is only partially, or not 
at all, phonetic should come to be easily read may seem sur-
prislng, but this nevertheless has happened in а number of 
languages including English, no doubt because learning to 
read and write has followed, not preceded, learning to lis­
ten and speak. Thus the skilled Speaker of any language who 
becomes later а writer and reader is able to anticipate each 
word and to supply any missing word, to overcome any mis— 
print, or even total blank in what he is reading. This he 
does because he enjoys the benefit of contezt which enables 
the reading system for that language to be effective, not-
withstanding that the system may be only very imperfectly 
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phoiwtlc or not Oven phonetlo at all — or even alpbabetlc* 
Becauee of lade of correlatlon betveen apelllng 
pronuaclatlon In Kaglish many people are dlseatiefled wlth 
the Standards of reading In Brltain, tbe Ü.S.A* other 
BagllshHspeaklng countrles, let alone reading Bnglieh ae а 
forelgn language. Onlj- about а half of the seven-year-olds 
In Brltain can read well, and off Idal statlstlcs ahoir that 
one in foiir of children at fifteen years of age are poor 
readers (How Tour Children are belng Taught to Bead with 
i.t.a., 1964»1). 
Teachers have felt that the alphabet and spelling of 
Snglish are one of the nain reasons why children have so 
mich difficulty in leami.ng to read. Printed words are oaly 
а kind of code for the spoken language. Xhe trouble with 
the alphabet and spelling which is used ae а code for spo­
ken Snglish is that it is too difficult for the beginners, 
there is too much for them to leam at the start. In order 
to remove these inconsistencies coispletely up to the st age 
when the leamer has thoroughly mastered the skill of read­
ing and writing the initial teaching alphabet (i.t.a.) vaa 
designed by James Pitman. It is а new mediim for teaching 
reading at the initial stage. 
I.t.a. is based on the idea that you start with some-
thing easy for the beginner and keep back the difficulties 
wtil he has grasped the general idea of getting meaaiing 
out of print. The initial teaching alphabet is simply an 
extended version of the Boman alphabet, conaisting of 44 
characters, each with а constant sowid. James Fitman has 
retained 24 of the existing Roman letters and has added 20 
new characters. 
The new approach to reading introduces printed Bnglieh 
in two stagest At Stage 1 the aim is to insure euccese 
right from the start so that confidence and fluency may be 
developed. For this puipose James Fitman designed thei.t;.a. 
ae а more siisple and more reliable alphabet for beginners. 
At Stage 2 leamers transfer their skill and confidence to 
reading texts printed in the traditional alphabet and e^iell-
ing of Snglish (Bowning, n.da). 
The propounders of the new medi\m of Instruction of-
ten refer to the great success of the initial teaching al-
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phabet and Its wlde adoptlon Ъу оаоу thoueands of teacbere 
throughout the EsgUsh-epealcixig world (Fitman, 1972tl)« Bef-
ereace has Ъееп loade to the con<S^ltision of the report of « 
study carried out for the Schools СошсИ on the U86 a£ 
as а medium for beginning readlng whlch says the followlngt 
"Ihere is no evldence whatsoever for the bellef that the 
best way to leam to read in traditional orthography is to 
learn in traditional orthography, It would appear rather 
that the best way to leam to read in traditional orthogra­
phy is to learn to read in the initial teacliing alptxabet" 
(Warburton, Southgate, 1969*235 - 236), 
l.t.a. has also been employed for teaching SogUsh xeedr< 
ing to foreign leamers of English, The new medium may be 
of some help for the native speakers of English but has not 
proved very helpful in teaching English reading for for-
eigners. l.t.a. is not used to teach reading Rnglish as а 
foreign language even at the Fitman School of Snglish in 
London, which is owned by Sir Isaac Fitman and Sons. 
Reading is commonly thought to be а sound-reproducing 
skill. That is to say that its mastery is shown by the abi-
lity to reproduce the words from the printed page as speech* 
By the tradition, in many classrooms, reading means 
only reading aloud. А description of а stock lesson, com­
monly seen in different parts of the world, will he]p to il-
lustrate what has been said. 
The teacher writes the new words on the blackboard, 
either before reading the passage or while reading it, that 
is, after the words have occurred in context. The teacher 
reads these words aloud and gives their nieaning. Sometimee 
he translates them but more often he explains them in Sng­
lish. The learners may then be asked to read the worda aloud. 
While reading the passage individual leamers are asked to 
read it aloud and the teacher occasionally Interrupts to 
correct pronunciation. This reading is sometimes done round 
the class or, if the teacher wants to maintain attention, 
he picks out people from different parts of the class topce-
vent those who are not reading from losing the place or 
day-dreaming. When the reading of the passage has been com-
pleted the teacher asks questions to see if the learners 
have understood. These questions are usually factual and 
57 
8 
tbelr пгшЪвг depeiide on tbe tlme avallable. 
Ihat good does readlng aloud roimd tbe class do tbe lan-
goage leamere? Bach of tbem will spend tbe lesson llstenlsg 
to bis fellow-ostudents reading witb bad pronunclationi bad 
stress I bad rbytbm and bad Intonation» Tbis cannot io^rove 
bis o«n pronunciation, stress, rb^tbrn and Intonation« ^ bim­
se Lf will bave only а limited practica of а few minutes read-
ing aloud. Wbat will be leam from tbat?  will practicebiü* 
usual mistakes of pronunciation, stress, rbytbm and intona-
tion witb occasional desultorj corrections from tbe teacber, 
wbicb will not malce а sufficiently strong in^act on bim to 
eradicate bis wrong babits« le carmot but agree witb L.A, Hill 
(1967*71) tbat in order to give tbe leamere more efficient 
practice in pronunciation, stress, rbytbm and Intonation we 
sbould do ear and speed training work, wbicb can largely be 
done eborally, so tbat all in tbe class are practieing simul-
taneously* 
As tbe ultimate aim of teacbing Englisb reading is to 
enable tbe leamers to read Englisb books and periodicals ef-
ficiently for а variety of purposes, after tLe early stages 
а lot of time sbould be spent traiziing Students tо read si-
lently, witb adequate speed and understanding. ФЬе empbasis 
is on tbe word "training". Xbe leamer, in bis future career, 
is unlikely to spend mucb time jTeading aloud. 
Tbe fact tbat greater empbasis must be put on silent 
reading need not entirely preclude reading aloud. But reading 
aloud is а waste of time imless it is done really well. ФЬе 
teacber's own model is i]Q>ortant; be may ше а tape recorder 
or record player to let bis class bear Englisb read by а re-
putable Speaker. Leamers wbo are reading aloud sbould pre-
ferably stand facing tbe class, witb tbe teacber facing tbem 
at tbe back of tbe room. ФЬе teacber is like tbe producer of 
а play. His job is to see tbat tbe leamers read clearly, au-
dibly, and intelligently - tbat is, tbat tbey ezpress tbe 
meaning of tbe passage witbout any extravagant or unnatural 
variations of stress and Intonation. Tbey must express tbe 
meaning t and so reading aloiid can take place after tbe pas­
sage bas been read silently and after tbe necessary ques-
tions bave been asked and answered, and after tbe passage bas 
been fully understood. 
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Sfflclent readere are generally thoee who bav» managed 
to dlecard. tbe word-eounddLng tbat was taught to tbem vben 
they leamed to reiad« 
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Просвещение^^ 
ВИД(ЬВРЕ11ЕННЫБ Ф0Р1Ш НАС!ГОЯЩЕП} 6РЕМШ 
В АНШЙСКОИ ЯЗЫКЕ И ИХ СООТВЕТСТВИЯ В ЭСТОНСКОУ 
X. Лийв 
1.0. Введежие 
Данный сопосхавителъный анализ приводится в учебных 
целях. Сопоставление в учебных целях включает в себя ли­
нгвистический и методический анализ (Барсук, 1970:90-91). 
Задача лингвистического анализа состоит в том, чтобы выя­
вить как общее, так и отличительное в сопоставляемых язы­
ках. Задача методического анализа заключается в том, что­
бы в результате лингвистического анализа материала, отоб­
рать то, что может содействовать рациональной организации 
учебного процесса и разработке системы упражнений. 
При типологическом сопоставлении двух языков необ­
ходим некоторый язык-эталон или метаязык. В качестве язы-
ка-эталона может быть использован любой язык. В данном 
исследовании за исходный язык принимается английский, так 
как видо-временные формы 
английского языка исследованы 
больше, чем временные формы эстонского языка. Анализ про­
водится по принципу функционально-семантического сравне­
ния. На уровне сопоставления оппозиций критериями срав­
нения будут являться ситуативные контексты в обоих языкак. 
Поскольку действующие вузовские грамматики английского 
языка являются традиционными, для сопоставления выбирает­
ся традиционная модель языка. Проводимая работа, естест­
венно, не является исчерпыващей. 
2.0. Present Indefinite И Present mmna 
2.1. Значения. В индо-европейских языках различают 
несколько значений презенса в отношении охватываемых им 
временных планов. И.П. Иванова сводит их к следуодим: 
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1) действие, ооущесхвлящееоя в моменх высказывания; 
2) действие« не происходящее в моневт высказывания 
("ввеврененное" или "всевременное" или "обцевреиенное" дей­
ствие) ; 
3) действие, происходившее в прошедшем; 
4) действие, намечаеиое на будущее (Иванова, 1%1:29). 
Примерно такие же значения презеноа различают и в 
дрибалтийокоН^нских языках. Так, Б.А. Серебренников выде­
ляет пять типов презеноа: 
1) настоящее время данного момента; 
2) расширенное настоящее время; 
3} вневременное настоящее время; 
4) историческое настоящее; 
5) настоящее в значении бут^его (Б.А. Серебренников, 
1965:446). 
Очевидно, нет смысла устанавливать различие между пе­
рвым и вторым типом, так как оно состоит лишь в степени oxv 
раничения говорящим объема действия, т.е. второй представ­
ляет собой расширенное понимание данного момента: 
"Laev рб1вЪ ... laev рв1еЪ •••'*. 
("Корабль горит ... корабль горит" ...). 
ФеЬдИса шацйаЪ РбЬ^ашаа loodust. 
(Техника изменяет природу Севера). 
По мнению Г. Лич, граммема^ l^sent indefinite имеет 
три основных значения: 
неограниченное настоящее (unrestrictive present), 
одновременное настоящее (instantaneoiis present) и 
обычное настоящее (babltual present) (Leech, I%9:138): 
Water contains faydrogen. 
He Bcoree а goal. 
He goes to bed at ten o'cloclc. 
^ ЧтобЬ избежать многозначности термина "форма", не­
которые авторы обозначают слрво как единицу гоамматической 
информации термином граммема (Kbaiaovioh, 1967 ж др.;. 
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Наряду с э*н11и значениями он упоминав* также значе­
ния "preeeut^jji'-future** Ч ** histjoric preseat**» 
Основным значением граммемы Present Contlnnoue явля«^ 
eicH конкретное протекание действия в момент речи, процес-
суальность. Ограниченная длительность и незаконченность 
вытекают из основного значения (Иванова,1961:79): 
"Ihere is Meary?" - She is mopping the floor upetairs. 
Основное значение эстонского презенса состоит в обо^ 
значении совермающегося наличного действия, т.е. действия, 
совермаодегооя в данный момент, сейчас ( Серебренников, 
19бЗ:Н6; Mihkla, 1964:70): 
Магу реаеЪ parajaeti pSrandat« 
Маху is mopping the floor. 
Таким образом, основное значение эстонского презенса 
совпадает с основным значением present Continuous. Как в 
английском, так и в эстонском языке прямая соотнесенность 
действия с моментом речи возникает в контенсте: 
Магу ревеЪ Iga pSev p6randat» 
На]?у mops the floor every day« 
Мару peseb parajasti põrandat. 
Hary is mopping the floor* 
Второстепенным значением эстонского презенса можно 
считать "вневременное" действие или состояние: 
Linnud lendavad. 
Birds fly« 
Это значение передается граммемой Present Indefinite. 
Ниже мы рассмотрим, как Present indefinite И Present 
Continuous употребляются для выражения действий настоящиХ| 
прошедших и будущих. 
2,2. Употребление Present Indefinite и Present Continuous 
для передачи действия в настоящем времени 
2.2.I« Present Indefinite. Present Indetlnite упо­
требляется в следующих случаях: 
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1) дхя выражения общих положений или истин: 
Cows eat grase, 
Lebaad söövad rohtu* 
011 floate on water. 
Öli ujub vee peal« 
Two and two is foiir* 
Eaks korda kaks on neli, 
They laugh best who laxigh last. 
Ees viimasena naerab, see naerab paremini. 
Этот случай распространяется на общеизвестные истины, 
форнулировки правил, законов, на пословицы и поговорки и 
т,д. 
2) для выражения обычных, повторяющихся или постоянных дей­
ствий: 
Classes begln at elght (every day), 
Tvmnid algavad kell kaheksa, 
I always get up at seven, 
Ma t6visen alati kell seitse. 
Значение повторяющегося, обычного действия может оп­
ределяться такими лексическими указателями, как always, 
often, every day И т,д,, НО они дифференциальными при­
знаками не являются, 
3) для выражения действий, характеризующих субъект: 
Ann sings well, 
Anna laulab hSsti, 
Здесь действие, осуществляющееся обычно, становится 
признаком субъекта. 
4^) для обозначения действия или состояния, имеющего место в 
момент речи, если они вмрзкены глаголами восприятия и 
чувства, умственной деятельности, речи или состояния: 
I hear his volce. 
На kuulen ta häält, 
Now I thlnk that he was rlght, 
Ntiüd ma airvan, et tal pii õigus. 
Thls jar contains sugar. 
Selles purgis on suhkur. 
Но употрвбдвшге 8T10C глаголов з форме Pcesezst Соа-
tinuoue вполне зшсононерно, есл1 эюго требуех онтуащя, 
где нео(1з^оф1ио подчеркнуть процесоуальнооть ( Снолжна, 
1964:230): 
I am aettially hearlae Ms voice. 
Ha tõepoolest kaulen ta hSSlt, 
I am thiakisg of goiog to tbe south« 
Ma miStlen Хбтшавве seidust* 
Приведем несколько нрнмеров употреСКления глаголов to 
feel, to look и to Ъе в форме Present Contlnuoua* 
Z'm feeling all right now« 
Тшшеп eod оШ1А bSstl. 
Не's looking better nov* 
Фа вВеЪ nSSd parem vSlja« 
Не's belng foollsh« 
Фа kaltub rumalasti* 
Глаголы to feel и to look упохребляюзюя в форме 
Present ContinuooB, когда iMeefCfl в В1ду ограниченный пе­
риод. Глагол to Ъе oxoMf в длительной форме, когда под­
лежащее представляется совершающим какое-либо действие. 
Когда подраэ;р1евается состояние, to Ъе стоит в форме 
Present Indefinite: 
I am cold. 
Mal on külm. 
5) в авторских ремарках: 
А woman enteirs from the dl ning room. 
Seegi naine siseneb söögitoast« 
6) при демонстрациях, опытах и т.д., когда слова говорящего 
совпадают с его действиями: 
Z place the rabbit in tbe box and dose the lid. 
Ha panen jSnese kasti ja sulen kaane* 
I take three eggs and beat them in 'Oxis basin« üben 
I add sugar *•• 
Ha vetan kolm muna ja klopin neid selles kausis. Siis 
ma lisan subkrut ... 
В ЭТИХ примерах говорящий сообщает о действиях, не 
указывая на их длительность. 
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1) в репортажах по радио, когда олушагели не ногут увядеть 
fo, о чен сообщается: 
• •• axid he passes tbe Ъа11 to Ivanov, and Ivanov 
scoree» 
ja ta ахшаЪ palli edasi Ivanovile ja Ivanov lõob 
virava« 
8) В названиях картин, в надписях на фотографиях: 
ТЬе Queen enters the hall« 
Euninganna astub saali* 
9) В вооклица1вльн1С£ предложениях, начинающихся о наречий 
места Ьеге and tberet 
Неге coaes the bride» 
Fsniut tulebki juba! 
There goes the train. 
Seal iShebki rong! 
Здесь подчеркивается факт, а не действие в процессе 
его протекания. При переводе этих предложений на эстонский 
язык к личноиу окончанию глагола часто добавляется эмфати­
ческая суффиксальная частица - ki (-gi) плюс наречие juba 
(уже). 
Present ContinuouB в функциях 5), 6), 7), 8), 9!) обы­
чно не употребляется, что исключает необходимость сопостав­
лять их с Present Indefinite« 
2.2.2. Present Continuous. Present Continuoue упот­
ребляется В следующих случаях: 
I) для выражения действия, совершающегося в момент речи: 
(lootkl) ФЬе children are picking berries. 
(7aatal) Lapsed korjavad praegu marju / on marju kor­
jamas. 
(Wbeire are you living at the moment?) I am living in 
London. 
Ma elan praegu Londonis. 
В английском языке фо^ша глагола показывает, что дей­
ствие происходит в момент.речи. 6 эстонском языке требует« 
ся либо контекст ситуации, либо лексические средства, нап­
ример наречия parajasti, praegu (at the moment, now) ука-
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аывавщие на двйсхвмя, совврющвеся в момент речи« ^ябо ошшг 
таксические средств - часпчное. прямое дополненме ( ялг^ ) 
в форме партитива плюс лексические средства или контекст« 
Когда Tresent Goatinuoti«-употребмется с непредельш|г-
ми глаголами (Иванова, 1961:64), то ата $орна синонимична 
PresexLt Indefinite: 
I аш Uvlng in London, 
Ma elan praega Londonis. 
I Hve In London* 
Ma elan Londonis* 
Разница заключается лишь в том, что первое предложение 
вцражает временное действие. 
2} для выражения действия или состояния, протекащего в те­
чение настоящего периода времени, но не обязательно отно­
сящегося X моменту речи: 
X аш writing а nev Ъоок (сказанное ВО время прогул­
ки). 
EÜrjutan uut raamatut« 
More япД шоге people are buying ТУ sete* 
üha rohkem inimesi ostab televiisoreid« 
3) для выражения постоянной привычки или наклонности субъек­
та: 
Не's always reading at meals« 
Та loeb alati (ilmastilna) sõõgi ajal« 
He's for ever losing hls moziey« 
Ta kaotab alati (ilmastilma) raha« 
В этом употреблении Present Continuous сопровождается 
наречиями always, constantly, all the time, for ever И  . . 
и может выражать неодобрение, нетерпение и т.д. 
Подобные действия случаются очень часто, но не регуля« 
рно. Как только действие приобретает характер регулярности, 
употребляется Present Dideflnite (Palmer, 1965:94): 
The саг's always breaking down« 
Та auto läheb ilmastillma katki. 
The саг always breaks down wben I start for hooe« 
Auto iSheb alati katki kui ша hakkan koju sõitma« 
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0(Ьчвое4 привычное дейссвие можех пеп меото в «ече-
Hve ограйяченного периода: 
goiag to work Ъу Ъов (его автомашина в реионте). 
Фа sõidab tõole bussiga (ktma ta auto oa remozuSls) . 
We're eating а lot шозте fruit now(ceft4aG ОНИ дешевые)» 
Me soome nSfid palju гоЫ&ев puuvilja (sest praegu on 
nad odavad). 
Действия в этих примерах имеют временный, непосто)^-
ный характер, по сравнению с 
Не goes to work by bus (каждый день). 
Фа sSldab toole bussiga (Iga pSev). 
We eat а lot of frtilt (и всегда ели). 
Me sö^ palju puuvilja (alati). 
Present Continuous переводится на эстонский язык 
преэеноом, иногда преэенсом глагола "olem**, (быть) плюс 
инессив от инфинитива на • аа (I инфинитив). 
2.3. Употребление Present Indefinite ДЛЯ передачи действия, 
происходившего в прошлом (в контексте прошлого времени) 
Present Indefinite употребляется: 
I) при передаче воспоминаний и в литературе повествователь­
ного ханра: 
I remember it as vivldly as if It bad happened yes-
terday. ФЬе oid general shakes my händ, sxniles and 
says, **Well done, son**. 
Ma maletan seda nii selgelt nagu oleks see jxihtunud 
eile. Vana kindral raputab ши kStt, naeratab ja lau­
sub: "ФиЬИ poiss". 
В целях придания повествованию большей наглядности 
говорящий перемещает временной план и представляет дейст­
вие, совершавшееся в плане прошлого, как бы происходящим в 
данный момент. Отнесенность действия к моменту речи осуще­
ствления посредством транспозиции, т.е. переноса действия 
из прошедшего в настоящее. Как в английском, так и в.,эсто-
нском языке нужен контекст или ситуация, показывающие, что 
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ощонваеные ообыпя охноеяхся к прошлому. 
2) при цитировании иавествнх авторов: 
Ношег says tbat ••• 
HomeroB ütle , et •••. 
3) В косвенной речи в дополнитедхлых придаточню; предложе­
ниях, выражающих универсальные истины: 
Не belleved tbat tbe earth Is а globe. 
Фа uekas, et aaa on Qmnaxguoe« 
4) вместо Fiesent Perfeet С гяагодами to read, to hear, 
to leaxn, to vmderetazid, to forget если потгзеркивается 
антуальностъ подученной информации: 
We bear tbat you are going to .Aoerica eoon* 
Me Iraolelm», et sa eeldad varsti Aneerikasse. 
Somebody told ae about bis lllnese, 1 farnat who It was. 
Eeegl r&Skls malle tena haigasest, Iraid olen unosta-
nud, kes see oll« 
Употребление Present Perfeet С перечисленными гла­
голами означало бы потерю значения актуальности полученной 
информации. 
В эстонском языке в таких случаях употребляется им­
перфект или перфект. 
2.4. Употрабдение Present Continaoua И Present Indefinite 
тгдя пйт>адачи действия, намеченного на будущее 
Перенос будущего действия в настоящее происходит пу­
тем нейтрализации плана выражения будущего действия. Значе­
ние будущего переносится на адвербиалии 
(Хлебникова, 1969:86). 
2.4.1. Present Continuoas. Present Continuous употребляет­
ся: 
I) для выражения действия, которое будет совершено после 
момента речи, как факт, не подлежащий сомнению. В пред­
ложении большей частью наличиствует обстоятельство вре­
мени: 
I am leaving tonight. 
Ma sõidan täna õhtul. 
I am seelng him again this evenlng. 
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Ma koilt an teda j Sile tSna 6htul« 
Фраза "Ъе going to инфиннхив", воюрая соедгая-
ет эначение будущего с намвреняои, решеняаи, обязательноо-
тью, зероятносты) двйствяя и т.п., иожет быть яспольаоваяа 
в данных пргаврах. Но ъе going to - эхо окорае предпола­
гаемое действяе, чем решение ( Jooe, 1%4:22). 
По мнению P« Клоуз, использование Present .Contlnuotie 
в значении будущего возможно только с глаголами, которые 
выражают намерения человека (Close, 1970 
X am sleeplng here tonlgbt. 
Ma magan siin tSna öösel* 
*It is raini,ng to-morrow* 
Ношое hakkab vihma sadama* 
2) вместо Skxtnre Contlxmous в придаточных обстоятельст­
венных предложениях времени и условия после союзов if, 
when, after И др*: 
If he Is wrltlng(when you com), don't dlsturb hlm* 
Eul ta kirjutab (kui sa tuled)^ Sra sega teda* 
2*4-*2* Present Indefinite« Present Indefinite употребля­
емся: 
I) ДЛЯ выражения заранее намеченных действий в будущем, 
главным образом с глаголами движения и о глаголами, 
обозначащими начало действия, когда контекст показыва­
ет, что действие произойдет в будущем: 
I leave tonlght* 
Ma sõidan tana Shtul* 
Szams begln on Monday. 
Eksamid algavad esmaspSeval* 
Ho в соответовующем контексте и другие глаголы могут 
обозначать будущее действие: 
I read шу рарег tomorrow* 
Mul on homme ettekanne* 
Разница между употреблением Present Indefinite и 
Present Oontlnuoue ДЛЯ выражения будущего заключается в 
том, что Present Indefinite обозначает решение или за-
70 
фякеированннй план, являщжйоя qapfbD программы ( jooe, 1964; 
1*а1леГ| Poutsna, 1926), а Preseat Coatlsaeae ~ 
пдав зшчного характера (pai^r, F.H,, 1965), действие» котог 
рое в представлении говорящего уже началось в настоящем 
(ciose, 1970). 
a) I start work tomorrov, 
b) I ак start lag work tomorrov« 
c) ФЬв shlp sails at tbree tomorrow, 
d) Xbe ship is sailing vt tbree tomorrov« 
В (а) начало работы назначено на завтра (заводом, вра­
чом), в (ъ) говорящий собирается выйти на работу завтра 
(после болезни). В (с) имеется в виду зафиксированный 
план, в (а ) говорящий лично заинтересован в совершении 
действия и считает, что зто представляет интерес и для собе­
седника. 
2) вместо Fatnre Indefinite В придаточных обстоятельствен­
ных предложениях времени и условия после совзов whea, 
after, If и др. 
If 70U vrlte home, glve tbem шу love* 
Eul sa kirjutad koju, tervita neid minu poolt* 
Употребление Piresent Contlnuotm И Present Indefinite 
для выражения будущих действий соответствует употреблению 
эстонского презенса в значении будущего. 
3.0. Present Perfect И Present Oontlnuous 
3.1. Present Perfect 
3.1.1.Значение. present Perfect выражает предшествование, 
связанное с настоящим. Связь заключается в том, что дейст­
вие, прошлое по отношению к моменту речи, по.своим формантам 
относится к настоящему (Хлебникова, 1%9:100). Это прошлое 
действие может быть законченным к моменту речи или же про­
должаться в момент речи. 
Различные семантические оттенки значения. вызываются 
главным образом лексическим характером глагола, его предель­
ностью и непредельноатью. Так, непредельные глаголы to live, 
to work, to study, to teach, to sleep, to slt, to read, to 
translate И цр. могут употребляться в Present Perfect 
и в Present Perfect Continuous. 
Инклюзивное значение возникает «акже под воздейохвнем 
систенапзнрованного контекста 7 обстоятельствн незакончен­
ного времени (Иванова, 
a) I have Uved in London. 
Olen elanud Londonis* 
b) I have lived in London for ten years* 
Olen elanud (elan juba) Londonis кОпше aastat. 
В (а) действие законченное, в (ъ) ^ — -незаконченное. 
Present Ferfeet в (ъ) приобретает значение, эквивалентное 
значению Present Perfeet Continuous: 
c) I have Ъееп living in London for ten jears. 
Olen elanud (elan) juba Londonis кОшше aastat« 
Факт, что в (ъ) и (с) действие продолжается в настоя­
щем« обБясняет возможность передачи в эстонском языке зтохю 
значения Present Peirfeot С презенсом. 
Действие может неносредотвенно предшествовать моменту 
речи или же относиться к далекому прошлому - важна его пре­
емственная связь о моментом речи, его актуальность (Барху­
даров, 1967:176): 
Тои'те dropped your handkercbief, sir. 
Häve 70U already forgotten your pbysics in ten years? 
Перфект в эстонском языке является одной.из форм про­
шедшего времени. Он может обозначать действие, завершавше­
еся в прошлом, но оставившего.результат, ощущаемый в момент 
речи (Серебренников, 1963:462), но он может также выражать 
действие, начавшееся до момента речи (т.е. в про1рон)и про­
должающееся в момент речи (sindlaa, 1966:109-110). Таким 
образом, значения эстонского перфекта примерно соответству­
ют значениям английского present Perfeet и Present Per­
feet Continuous t 
Oleme oma toõ lõpetanud. 
We have finisbed our work. 
Poiss on juba mitu tundi kirjutanud. 
The boy has Ъееп «riting for se-veral hours. 
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3,1.2. Употребденве 
I) Present Perfeot упохрдбдявтоя для выражения лро-
шедшего действия, законченного к номенсу речи, но связанного 
с этим моиентои. Связь с вастоящим высокаех из результата 
действия: 
a) I've changed иу opinion. 
Ma olen (nüüd) muutnud oma arvamust. 
Результат может быть отрицательным: 
b) Не hasn't opened the windo«. 
Фа ei ole avanud akent. 
Present Ferfect может сопровождаться 
already, just, once, twice И Др.« НО ОНИ 
дифференциальными признаками. 
c) Не's gone already. 
Та on juba ara läinud. 
d) He's just gone. 
Ta l cs just Sra. 
Обстоятельство времени today, this year, toni^t 
и др. могут выражать результативность и продолжительность, но 
продолжительность становится ясной только тогда, когда упот­
ребляется Present Perfeot Contlnuous: 
e) She has put on her new dress tonlght (резульат). 
Та on tana 5btul uue kleidi selga pazmud. 
f) I've worked very hard tonigbt (продол.?). 
Ma töötasin/olen töötanud tSna 6btul väga kõvasti. 
g) I've Ъееп reading уотдг letters tonight (продол.). 
Lugesin sinu kirju täna Shtul. 
В (а), (b), (d), (e) Present Perfeot может быть за­
менен граммемой Past Indefinite. Употребление Past indef­
inite или Present Perfeot зависит от того, как говорящий 
смотрит на действие в прошлом: 
She put on her new dress tonight. 
(действие в прошлом, не связанное с моментом речи). 
She has put on her new dress tonight. 
(действие в прошлом, актуальное для момента речи). 
73 
ю 
наречиями 
не являются 
Тако* явленне наблюдается и в эстонском язык«. Волн за 
исходное берется завершенность действмя (результат), употре­
бляется перфект; если подчеркивается самое действие - им­
перфект. Этот факт объясняется тем, что хотя перфект в эс­
тонском языке выражает результат действия, говорящий может 
отвлечься от его результативности, если он хочет подчеркнуть 
сам факт совершения действия. В таких случаях перфект может 
заменяться имперфектом в эстонском языке. 
Употребление имперфекта вместо перфекта в I л. ед. и 
мн ч. в некоторых ситуациях наиболее ясно показывает вытео-? 
нение значения результата и замены его значением действия, 
имевшее место в прошлом: 
Vaata1 Ma panin uue kleidi selga* 
Совершенно права Э.-В.П. Кузмицкайте, когда сна пишет, 
что дифференциальным признаком употребления Present Ferfect 
и Fast indefiBlte является неассоциирование - ассоциирова­
ние действия с какими-то условиями в прошлом (Кузмицкайте, 
1970). 
2) Fi-esent Perfeet употребляется в особой функции 
вместо Future Perfeet В придаточных предложениях времени и 
условия после союзов if, when, after и др., где она обо­
значает действие, которое закончится к определенному моменту 
в будущем. Такое употребление называется отруктурно-зави-
симым употреблением (Gordon, 1971:12), т.е. структура пред­
ложения определяет выбор временной ф01яш. 
Tou'11 change your opinlon after you've read hls Ъоок. 
Sa muudad oma arvamust, kui sa loed tema raamatu ISbi* 
Это значение граммемы Present Ferfeot обычно пере­
дается в эстонском языке глаголом в презенсе (плюс префикси-
альные наречия iSbi, Sra и др.), но возможен и перфект: 
Не'11 соте when he has flnisbed the letter. 
Фа tuleb, kui ta lõpetab/on lõpetanud kirja. 
Если сравнить употребление Present indefinite в таком 
же окружении, то различие заключается в том, что Present 
Perfeet подчеркивает.законченность действия к определен­
ному моменту в будущем, а Present Indefinite выражает инде­
финитное действие в будущем: 
74 
fbey will сою when tbey have coB^leted the task. 
Ifad tulevad» kui nad iSpetavad Glesande. 
I sball remutber you to him when I meet hlm« 
Ha tervitan teda sizm poolt kui ша kohtan teda* 
3} FMsent i^eet употребдяеься цля выраженжя дей-^ 
СТВ1Я жхи состоявжд» Kofopoe началось в проожом i не закон­
чилось к uoHOBvy речж, а продолжается в данный иоменх. Ярш 
этом указашгв на началывШ иоиенх действия не обязательно. 
Если он утазан, тэт да употрвС!ляотся eince * обстоятельство 
времени. Период длительности действия выражается посредст­
вом for -I- обстоятельство времени, а также словосочетания­
ми all щ life, all niklit и т.п. 
X bave voxiced Ьеге since 1970. 
Olen tõõtamid/tõotan siin juba 1970.aastast saadik. 
Это значение граммемы Fx<esent Ferfeet передается в 
эстонском языке либо перфектом, либо презенсом плюс наречие 
ЗиЪа (already). Замена граммемы Present Parfect грамме­
мой Present Indefinite невозможно без изменения значения 
предхожежия. 
3»2, Present Perfect Continuous 
3.2.1. Значение. Present Perfect Gontinuoiis выражает дей­
ствие или состояние, которое началось в прошлом и продолжа­
лось в течение определенного периода до момента речи или же 
все еще продолжается в этот момент, либо закончилось непос­
редственно перед ним. Как инклюзивное, так и эксклюзивное 
использование граммемы present Perfect Continuous показы­
вает инвариантное содержание длительности в сфере предшест­
вования (Хлебникова, 1969:108). Значение законченности или 
незаконченности определяется семантикой глагола, а не формой 
(Иванова, 1961:147), а также контекстом ситуации: 
fWbere is Тош7)1 have Ъееп vaiting for two hours. 
Olen oodanud juba kaks tundi. 
Scuneone has been stealing ту hooks (Soine of thea are 
missing). 
Eeegi on varast anvid/varastab mu raamatuid. 
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npi непереходных глаголах возможна синонимия фо1яга 
Present Perfect О формой Present Perfect Oontinuouß 
(Иванова, I%I:I57, lOiaimovioh, I%7;175). Present Perfect 
Continuoxis подчеркивает процесс действия. Present Per­
fect - факт совершения действия: 
I have kept/have Ъееп keeping hds солфапу since you 
left. 
Ma olen olnud tema seltsis sestsaadik, kui && lahka­
sid. 
В эстонском языке нет длительной формы перфекта. Знаг;' 
чения Present Perfect Continuous передаются перфектом, 
презеноом и имперфектом. 
3.2.2. Употребление 
1) Present Perfect Continuous употребляется для вы­
ражения действия, которое продолжалось в прошлом в течение 
некоторого периода времени, выраженного или подразумеваемо­
го, но закончилось перед моментом речи: 
Tou are so excited. What have you Ъееп doing in щу 
absence? 
Sa oled nii erutatud. Mida sa tegid mimi Sraoleku 
ajal? 
(Сидя В креоле) I am tired. I have Ъееп working all 
day. 
Olen vSsinud. Töötasin kogu päeva. 
Это значение граммемы Present Perfect Continuous обы­
чно передается в эстонском языке имперфектом. 
2) Present Perfect Continuous употребляется также 
для выражения действия, которое началось в прошлом, продол­
жалось в течение некоторого периода до момента речи и все 
еще продолжается в момент речи. 
I have Ъееп studying English for five years. 
Olen dppeinud (Spin) inglise keelt juba viis aastat. 
Значение граммемы Present Perfect Continuous B[ данном 
случае передается в эстонском языке перфектом или презенсом. 
Ори презенсе употребляется наречие juba (already). 
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4,0. Заключение 
Провеценный сопоставительный анализ позволяет сделать 
несколько лингвистических, а затем методических выводов 
следующего характера: 
Значения граммемы Present Indefinite передаются в 
эстонском языке презенсом, перфектом и имперфектом, зна­
чения Present Continuous ~ презенсом, иногда презен— 
сон глагола olema + инессив от инфинитива на - ша. 
Граммема Present Indefinite соответствует перфе­
кту или имперфекту, когда она употребляется с глаголами 
to read, to hear, to learn, to understand, to forget 
вместо Present Perfect для подчеркивания актуальнос­
ти полученной информации. 
В английском языке форма глагола показывает, что 
действие совершается в момент речи (Ъер^,+ v_^), В 
эстонском языке это обычно достигается контекстом или 
лексическими средствами. Но синтаксические средства 
(частичное прямое дополнение в форме партитива) могут 
также указать на продолженность действия в момент ре­
чи. 
Как Present Indefinite И Present Continuoxis, 
так и эстонский презенс могут употребляться для выра­
жения будущего действия. В этом случае в предложении 
обычно наличествуют лексические показатели будущего 
действия. В эстонском языке этой цели служат еще и си­
нтаксические средства (полное прямое дополнение в форме 
генитива или 
номинатива). 
Чтобы научить студентов-эстонцев производить выбор 
между Present Indefinite И Present Continuous не­
обходимо прежде всего научить их различать между элеме­
нтарными значениями Present Indefinite И Present Con­
tinuous. Минимальные грамматические значения (дифферен­
циальные признаки) целесообразно выявить путем противо­
поставления. 
Для обучения студентов-эстонцев выбирать между 
Present Indefinite И Present Continuous В целях ВЫ-
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ражения действия, относящемуся к настоящему вренвни следует 
выцелить следующие оппозиции: 
Present Indefinite 
- Habitual, iterative ac-
tivity, 
I go to work every day, 
- Inductively known fact, 
Oil floate on water 
(= will float). 
- General truth, 
The Volga flows into 
the Caspian Sea. 
- Regulär activity at 
set times. 
The car always breaks 
down when I start for 
work. 
- Completion (with "noxb-
progressive" verbs 
when reporting on m9]>> 
t&l activities and 
sensations)• 
I think you are right. 
- Habitual activity. 
He goes to work by buB# 
ЙревепЬ Continuoua 
- Activity going on at the mo­
ment of speaking. 
I am going to work. 
- Activity going on at the mo­
ment of speaking. 
ФЬе oil is floati on the 
water. 
- Activity going on at the mo­
ment of speaking. 
The Volga is flowing into 
the Caspian Sea. 
(I сап see it moving). 
- Spordic repetition 
(+ Speaker's dieapproval). 
The car is alwaya breakiD^ 
down« 
- Incompletion (wlth »•non^ 
progressive* тегЪв irtMin ею-
phasis is on dUTTAtion)* 
Be quiet, I am thioidag* 
- Habitiial activity la lim»-
ited period of tim». 
Ete is going to wopk by bue 
(hie car bae brokea down)* 
78 
ftoXBSsmxt cbaracteristlcB 
of а рег8<т 
- Твпфогагу characteris-
tic8 of а person. 
Tou ere fmmy. Tou are being funny. 
Ахя pasmesiH между значениями Present Indeflziite 
И Presente Coatlnuoue, когда они выражает будующее дей­
ствие, оежеоообраано выделить следующие оппозиции 
(вклпчая + going to): 
Present Indgfinlte 
А plansed future aotion 
In accordance «Ith а pro­
gramme (а future actlon 
seen as accompllsbed). 
The shlp sails at three 
toBorrow, 
Ъвр^. + going to 
Personal intentions or 
objective eyn^tome im-
ggined as leading to а 
conipleted act. 
I аш going to end this 
Ъоок soon» 
It is going to rain this 
evening (the Speaker sees 
signs and is sure of the 
results)• 
Present Continuovifl 
- Preliminary decisions, 
plans or arrangements 
have Ъееп made and а 
future action is im-
agined as begun (but 
uncomplete^ 
The ship is sailing at 
three tomorrow. 
Present Continuous 
- Preliminary deoisions, 
plans or arrangements 
have been made and the 
process is imagined as 
begun. 
I am ending this book 
soon. 
- (Pr, Cont. impossible) 
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Значения грашием Present Perfect и Present Perfect 
Continuous передаются в эстонском языке, в зависимости от 
смысла превдожения, либо перфектом, либо имперфектом, ли­
бо презенсом. 
Если граммемы Present Perfect и Present Perfect 
Continuous выражают действие, которое началось в прошлом 
и закончилось к моменту речи, они соответствуют эстонско­
му перфекту или имперфекту. Имперфект употребляется вмес­
то перфекта, когда говорящий хочет подчеркнуть сам факт 
совершения действия к моменту речи и отвлекается от ре­
зультативности. 
Если граммема Present Perfect выражает действие, 
которое закончится к определенному моменту в будущем 
( вместо Future Perfect в придаточных предложениях вре­
мени и условия), она соответствует эстонскому презенсу 
или перфекту. 
Перфект (или презенс + префиксальное наречие) подчер­
кивает законченность действия к определенному моменту в 
будущем, презенс - индефинитное действие в будущем. Упот­
ребление презенса вместо перфекта зависит также от лекси­
ческого характера глагола. 
Если Present Perfect И Present Perfect Continuous 
выражают действие или состояние, которое началось в прош­
лом и продолжалось до момента речи или все еще продолжае­
тся в этот момент, они соответствуют эстонскому перфекту, 
имперфекту или презенсу (плюс наречие juba). 
Как инклюзивное, так и эксклюзивное использование 
Present Perfect Continuous показывает ев инвариант— 
нов содержание длительности. В эстонском языке 
длительность выражается лишь контекстуально. 
Интерференцию эстонского языка можно ожидать: 
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a) npl выборе между Fsresent Indefinite (Present Con-
tinuotie) 1 ] esent Ferfect (.Freeent Ferfect Contina-
oue); 
b) npi выборе между Present Perfect 1 Present Per-
fect Continuous; 
c) при выборе между Present Perfect l Past Indefi­
nite. 
Для предупреждешгя инхерференцил следует выделить сле~ 
душще оппоенцп: 
Present Continuous Present Perfect Continuous 
ФЬе action is going on 
at the moment of speek-
ing and it is not in-
dicated how long it bas 
Ъееп continuing. 
I аш vriting an езсег-
eise« 
- ФЬе action is going on at the 
moment of speaking and it is 
indicated how long it has 
Ъееп contInning, 
I have Ъееп vriting the exer-
eise for 20 minutes« 
Present Continuous 
The action is in pro­
gress at the moment of 
speakizig» 
I am ivritin«; an exexv 
cise. 
Present Indefinite 
Habitual activity« 
I work at the factory. 
II 
Present Perfect 
• The action has Ъееп completed 
Ъу the moment of speaking. 
I have written the ezercise. 
Present Perfect / Present 
Perfect Continuous^ 
• Habitual activity during а 
certain period of time. 
I have worked/have Ъееп work-
ing at the factory since 3970. 
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Rpesent Perfect Рте sent Ferfeot Gontiimonfl 
- ФЬв fact Is oaphaslsed* - The duratlon 1в emphaslsed* 
I have llved in Lenin­
grad for two years« 
Present Perfeot 
- The actlon 1в eoinpleted 
bj the moment of speak-
Ing, 
I have «ritten а let-
ter. 
Present Perfeot 
- The Speaker doee not ae-
Boelate the aotlon wlth 
а epeolflc tlme In the 
past. 
I have Ъееп to London* 
Present Perfect 
- "Contact" - aetion. 
I have «ritten а lat­
ter. 
I have Ъееп llvlng in Lenin­
grad for two years* 
Present Perfect Continüoue 
- 99ie aetion has Ъееп contin:!-
1ng for а perlod of tlme up 
to the moment of speakitig or 
into it* 
I have Ъееп «riting а letter* 
Past Indefinite 
- The Speaker associates the 
actlon wlth а specific time 
in the past* 
I went there in 1970» 
Past Tndefinite^^ 
- "Dlstance" - aetion. 
I «rote а letter» 
Проведенный сопоставительный анаднз помогает ринотв-
тнчески претщохожить, какие видо-вренвнные фор1ш настоя­
щего времени английского глагола будут трудны для студен-
тов-эстонцев. Установленные оппозиции могут быть исполь­
зована при составлении упражнений для обучения данному 
разделу грамматики. 
Данная оппозиция выделяется в учебных целях. 
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он TBSTING FROFICIEircr АШ) AOHISVEIIEIBT IN БШЬШН 
AS А FOREIGN MNGÜAGS AS ТШ TKRTIARY lEVSL (1) 
0« Hobt 
!• IntrodTictlon 
In tbe contlnulng world-<wlde search for more efflelent 
waye and asans of teachlng langxiagee, two llnes of endeay-
our seein to hold out special promise in tbe Short term: (1) 
the ''scientific'* selection and graded presentatlon of lan-
gnage material and (2) the elaboratlon of methods focr а more 
ohjective assessment of the learner's achievement. 
It has long puzzled the pzresent writer why there are so 
many foreign language teachers at the advaneed level vho 
have to Ъе constantOy reminded of the need to select and 
grade language material carefully since trying to teach all 
of the language is as а ruie ееIf-defeating* 
The extent to which the progress of а leainer er а class 
continues to Ъе assessed Ъу old-fashioned methods is also 
disconcerting, to say the least. Althoiigh what is old is not 
necessarily bad and although the ezperienced teacher can 
form а falrly accurate idea of how much his students know 
with the help of traditional methods of evaluation, it is 
also true that such judgments are frequently subjective and 
not strictly reliable. We are all aware of the «ite range of 
disagreement that may occur when the same material is as­
sessed by different ezaminers« Horeover, in this busy day 
and age, it is inci^edible that so much time should be taken 
up by the measurement of language leaming with old methods 
of ezamination« (The use of specially constructed language 
teste can help not only to ensure greater objectivity and 
to save valuable time, but it can also introduce а stimu-
lating element of novelty and variety into the language 
classroom. It should likewise be bome in mind that effi-
cient testing provides the teacher with feedback ontbs ef-
ficacy of his own teaching. In Short, there appears to be 
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evexy reason for taldag а good look at recent develc^ments 
in tbe fleld of langoag» testlng. ühls should enablo ue to 
draw the neeessaxy concluelons and encourage iis to eet to 
work in eamest on streamlining and ui>dating the measure-
ment of language learning in our republic as well. 
The present paper is the first of several devoted to 
the propagation of the ase of teste with leamers of for-
eign languages at the tertiary level, i.e, with studentsat 
the higher educational estahlishments of the Bstonian 
With this poxpose in loind, we shall begin with а brief re-
capitiilation of the main types of foreign language teste 
as well as of the fundamental principles of test designing 
and construction« In subsequent papers we intend to deal 
with the principal techniques of testing vocabulaxy» read-
ing comprehension, granmatical structure and oral produc-
tion» and with such matters as test adoinistration, scor-
ing and intexpretation« 
2, Type8 of Teata 
Daring the fifty-odd years since mental and scholas-
tic tests came to be widely used in educational Bteasure-
ment а great deal has been published on the theoxy and 
practica of testing and examining in foreign language In­
struction (Cole 1931*^55 - ^371 llackey 1965*550). Most of 
the earlier material dealt with the languages tauest as foa>> 
eign lasiguages in Bnglish-speaking countries. The field of 
testing Bnglish as а foreign language, however, was given 
only meagre attention until the 19608 (Allen 1965:363)« Af­
ter the appearance of Robert Lado's "Language Testing" 
(1961), the number of pertinent publications grew steadily 
and Ьжя now becone legion. In an article such as this it 
would be inappropriate and exceedingiy unhelpful to de luge 
the reader with а flood of titles. Siaffice it to mention 
two other full-length books on the subject by the American 
specialists Bebecca U. Valette (1967) and David F. Harris 
(1969). А good concise survey of American work in this area 
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was xecently made avallable Ъу the Minlstry of Hlgber and 
Speclalised Seeondaxy Sducatlon of the ü.S.S.R« (Тестировав 
ние по иностранным языкан в США. Москва 1970 ). Oatslda 
the ü.S.A, partlcular conceim for iotprovlng tbe tachniques 
of testing Englieh ae а forelgn or а second language has 
Ъаеп ehovn qulte undaretandably In &c«at Britaln« In tb« 
last faw yeare there has Ъевп an upsurge of Interest in for­
elgn langnage testing In non-Bngllah-speaking countrles as 
well, e.g« the Ü.S.S.R«, the German Democratlc Bepublie, 
Csechoslorakla, Foland, West Germany, etc* А пошЪег of 8pe*> 
clalized conferences and 87щ>о81а have Ъееп held to discues 
the Probiens involved, e*g. at the üniverslty of Michigan 
(U*8.A.) in 1967f at Sonnenberg (West Germany) in 1969 (eee 
Beferences t Leistimgsaeesiing im Sprachunterricht), at Kri­
voi Bog (U.S.S.B.) in 1974« 
X X X  
Language tests nay serve шапу purposes, Generally 
speakingi there are flve maln objectives: survey; research 
into the effectlveness of different teaching techniques; re­
search in psychology; research in sociology; and, finally, 
evaluation (Bobinson 1970:61 - 62). 
Stirvey tests are used to gather Information about the 
second-language competence of various ethnic groups in а 
country where more than one language is spoken or also to 
measure the foreign-language competence cf а pairticolar groiqp 
or groups. 
Besearch into the effectiveness of various teaching 
techniques, textbooks, audio-visual aids, etc. malces use of 
language tests to show that one particular technique is more 
effective than another (well-known examples of this approach 
are the Scherer-Wertheimer ezperiment of 1962, and tbs Penn­
sylvania project of 1965-69; see Mutt 1972i91), 
Fsychological language tests are concemed above all 
with the way а person acquires another language «»чД withtfae 
way the leaming of the ziew language affects Ыя command of 
the mother tongue and his entire personality. Sone recent 
methods impose а heavy p^chological stress on the leamer 
by attempting from the very beginnlng, without recourse to 
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the wrltten form of tbe langxiage, to make the leamer thlak 
In the new language, to eet up an entlrely new system of 
coomuiilcatloii, coapletely separated fron hls mother tongue, 
lu his mind« Psycbological teets seek to establish whetber 
thls le possible, or whether tbe leamer eoxuscioiisly or гш-
consciously analyses the new language in terme of bis опт 
language* 
Soclological teste cover more or less tbe aame ground 
as psychologlcal teste, but at tbe level of tbe grotq> ratber 
tban tbe indlvldual. 
All tbe grot^s of tests mentloned so far do notdlrect« 
I7 concem tbe ordlnary forelgn language teacber* Tbe teets 
that are of Immedlate Intereet to him, bovever, are tbose 
wblcb serve tbe purpose of evaluation, i«e» tbe measurement 
and assessment of tbe knowledge the leamer has of the for­
elgn or second language* 
Svaluation tests are usually subdlvided accordlng to 
tbe purpose for wblcb they have Ъееп deslgned into: (1) pro-
flclency tests, (2) prognostic teste, (3) achievemeut tests, 
azid (4) dlagnostio tests (Uackey 1965:4-04)* 
Tbe purpose of а proflciency test (also known as а 
Classification test) is to find out how шисЬ of а language 
а person has mastered* Such tests are used to divide leam-
ers into categories according to their knowledge of а for-
eign language so as to form more or less homogeneous claeses 
(usuallj beginners, intermediate and advanced students). ФЬе 
level of knowledge of а learner need not be the same for 
all the language skills * А speech prof iciency test may place 
а leamer at one level, and а writing proficiency test at 
another* 
Prognostic tests are intended to predict bow well а 
person is likely to leam а foreign language, i.e. tbey as­
se ss а person's capacity or aptitude to leam that language 
(bence the otber names by which such tests are known - pre­
dict ive or aptitude tests). One ezperimental type of prog­
nostic test requires tbe learning of an artificial micro-
language constructed of, say, elemente of Arabic, Vietnameee 
and French, and containing in miniature all tbe elematxts in-
volved in language teaching: pbonetics, grammar, vocabulary 
япЛ meaning. The test simulates the conditions of language 
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learning and indudes such actlTitlee ae laitatlng eounds 
and sound patterne, completlng jpattexn chengeB, and Inf er­
ring aeanlng froa contexts (Madcey 19651404-). In aeeet of 
euch а test vltb an artlfleial language Is tbat It belpa 
to Single out studente with tbe best inherent aptitude for 
language study. All tbe exaainees find theoselves in iden-
tical conditions as beginners and are stripped of any ad-
vantage they aay otherwise ежjoy in tbe foxm of а better 
command of language due to social background, tbe good for­
tune of häving had а better teacber at scbool, ete. It is 
common knowledge tbat tbe graduates of our special fareign-
language scbools can occasionally be quite disappointing ae 
university Students. An iinpression of oral fluencyaad of ал 
otherwise good Imovledge of elementary Snglish produced at 
an entrance examixiation is not neeessarily а guarantee of 
good progress later on viien tbe laborious uphill work of 
stud;)ring Snglish at tbe advanced level has begun* On the 
otber band, it is not rare for а Student coming froa an 
ordinary secondary scbool to catch up with and do consüezv 
ably better than bis fellow studente with an Snglisbraedl-
um scbool background. What really counts therefore ie an 
aptitude for language stiady coupled with the necessazy ao-
tii^ation and а certain amount of will-power. ünfortunate-
ly, no really reliable all-round prognostic teste are avai]>-
able as yet« It is heartening, bowever, that woxk ie being 
pursued in this direction« The significance of such teste 
for vocational guidance in general and for the better se-
lection of students at forei^  language departments ie 
seif-evident. 
Achievement tests (also called progress or attaiaaent 
tests) are designed to determine bow nnch of the aaterial 
of а course bas actually been mastered. Bj and large, tfaere 
are two kinds of achievements tests: tbe overall ^chieve-
meht test and tbe interia achievement test. Sbefomer aea-
sures tbe Student's overall progress from the beginning to 
tbe end of а course, tbe latter deals with the extent to 
wbich а Student bas leamt the material of one or aore 1ееи 
sons (Bobinson 1970:63)« 
Diagnostic tests bave as tbeir aim to find out bow 
minh of the language tbe lecker actti|illy knows, what are 
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hls etroxig and weak points, аМ, hence, what гета12Ш to Ъе 
leaxxit* The purpoee of such teete in not to glve ватке to 
leamere, but to get eose Information about tbeir knowledge 
of the langoage* 
Of the fouT typee of teete aentioned tbe moet ueeful 
at the preeent etage of developsent eeem to Ъе proficiency 
teete and aehievement teete* The sajority of tbe Intema-
tionall7 acknovledged etandardised teete today are of tbeee 
typee, e«g« the Michigan Teet of Bnglieh Lemguage Profi-
eieno7, the GB5DI7 teet CGM 62, the teete deeigned bgrP, Sine-
leur, A. Daviee and B, Ingram (Qerbert 1969t439 - 440) • 
3, Some Baeic Hotione and Terme Conected wlth TeatinK 
Certain of the terme used when talking or vriting 
about teete need а brief esqplanation. 
All good teete ehould poeeeee thred eeeential quali-
tiee: reliability, validity and practicality (Harrie 1969: 
13). 
А teet ie reliable if it will alwaye glve the ваше re-
eults Tinder the eame conditione* Beliability ie а meaetire-
ment of the degree of accuracy of the teet, the amount of 
eonfidence that may be placed in the mark or score on the 
teet ae а meaeure of eome ekill or ability of the leamer* 
А teet that lacke reliability ie ae ueeleee ae а thermome-
ter that givee different readinge when the temperatirre of 
the air wae the eame. The most common caueee of tmreliabi-
lity are ambigaoiie queetione, queetione eet in such awayas 
to permit guessing, questions which cover only а email eami-
ple of the ekills or knowledge involved, queetione which 
invite reeponees of different kinde aad place too mnch streee 
on the qualitative judgnent of the examixier« 
B7 validity is meant the general worthwhileneee of а 
teet, i.e. the degree to which it meaexires what it sete out 
to meaeure. А teet ie valid when it is based upon а eound 
analyeie of the ekill or abilitiee we wish to meaeure, and 
if theira ie eufficient evidence that test scoree correlate 
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falrly hi^ly wltb actual skill or knowledge lxx the area Ъе» 
ing teated. Wblle а valid test Is necesearlly leliable, а xe~ 
llable test Is not neoesearlly valid for а particular pur-
pose. 
А third characterietic of а good test is its practica-
litj or iteability (Harris 1969121), А given test aay Ъв а 
blghly reliable aad valid deviee but stiil Ъе ingpractieable 
because it is too costly, the testing process too tine-con-
suming, the resuits too diffieült to score and Interpret« 
In tbe li^t of the foregoing it should Ъе obvious tbat 
the designing and construction of а reliable, valid and prao-
ticable test presuppose such knowledge, esqperience and аЫП, 
ФЬе compilation of good teste is affected Ъу а wide range of 
variable factors. Before setting about coapiling а test one 
mast be clear as to what is to be tested« Qnce tbe puxpoee af 
the test required has been decided, tbe follöwing stages in 
construetixig the test have to be considered: (1) level, (2) 
typ^i (3) selection, (4-) form, (5) gradation, (6) order and 
(7) nuaiber of steps. It is not necessary for tbe pxirpose of 
the present introductory suirvey to examine each of tbeae stape 
separate ly» We shall have more to say about euch •a.tters in 
later contributions to this series. For the time being ref-
erence is made to the extensive literature on the subject 
(e.g. Тестирование по иноотраншш языкаи в США. 1970: 8-44; 
Bobinson 1970:63 - б7| Harris 1969:9'»- - ИЗ; Bennett 1969» 
91 - 105; Васкеу 1965:405 - 406), 
In аду consideration of educational testing today а 
distinction must be drawn betveen informal teacher-made 
classroom tests and the large-scale "standardissed** teste 
which are prepared by professional testere (Harris 1969:1)* 
Classroom tests are generally prepared, administered and 
scored (sevaluated) by the teacher. In such а Situation, teet 
objectives can be based directly on course objectives, and 
the test content derived from а given course content« Ab the 
teacher, test writer and evaluator are one and the same per-
son, the students Imow more or less «hat is ezpected of thea 
and how the results will be assessed and interpreted« Slnce 
the assessment and scoring will be done by only one person, 
the Standards are lUcely to remain fairly consistent froa 
test to test. It is also reasonable in such а Situation to 
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espect tbat the teaeher's ultiaate evaluation of bis etu-
dente will Ъе based not oixly on tbe test (or teste) but on 
а ашЛ>ег of otber neasures* Consaquentljr а Single bad test 
3 8ult bj а Student need not do irreparable dasage to hie 
final Standing, nor, probably will one inadequate or badly 
eonstructed test prevent the teaeber from "e & reason-
ably sound final jndgaent (Harris 1969:1 - 2). 
The standardlzed tests deslgned to be used with thov» 
sands of subjects throughout а country or even several 
coimtries have been prepared by testing specialists wlth 
no personal knowledge of the exasiinees and ившИу wlth no 
oppozrtunlty to check on the consistency of indivldual Per­
formances • Therefore the condltiozie applying in the case 
of teacher-made tests referred to aboye do not apply here. 
The conclusion to be drawn is that standardlzed teste call 
for particularly oareful plannlng and constructlonf work 
that bad better be left to teams of trained specialists at 
unlversities or other institutions possesslng the neces-
sary staff and facllities. 
Fuaerous standardlzed tests in Bnglish as а foreign 
language are now available» Thelr purpose Is usually to 
test proflciency in English on several levels of the lan­
guage by neans of а set of teste involying several hundred 
iteais» Such conqplez sets of teste are known as test bat-
teries. The Snglish Laztguage Test Battery (called EIBA for 
ehort) deslgned by Elizabeth T^gram for the Oxford ünlver-
sity Press, for instance, contains about 200 items (Ger­
bert 1969:A41). Qn the whole, however, standardlzed tests 
should be treated wlth oaution as they may be unsulted to 
local requlreaente and may coneequently yield dlstortedand 
iiwfwHT» reeulte« 
Although the содфИегв of standardlzed tests sonetLmes 
Claim that their producta can be used with etiidents of very 
different language backgrounde, it would eeem that there 
are по really rellable universal tests in exLstence and 
that, Indeed, such tests can hardly ever become а reallty* 
Standardlzed tests must be adapted to local condidtions and 
Heede* In thle connection contraetive analysls has а major 
role to play as it has in the conpllation of any kind of 
teet for eubjecte who ehare the same flrst language, 
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In splte of а substantlal body of knovledge about lan-
guage testiag In geseral and Soigllsli-laiiguage testlag In 
partlcttlar, it Is only fair to admlt that the idiole fleld 
stiil hae вапу imeolTed is^oes azid controTersial aspects* 
ФЬе opponents of teetijag point out that testing makee no 
Provision for langoage training, tbat tests are open to 
gueesing and chance, that testing is reputed to aeasure only 
factual nemory, ete* Within the ranks of the supporters of 
testing there is no agreement as to vhether а test should 
eoncem itself with iteas or global skills (amall-xaDLit test­
ing vs. battery testing), there is disagroement likevise as 
regards sco3?e Interpretation and other matters. 
Yery generally speaking, langoage testizig to date has 
developed mainly in the areas of vooabulaxy, gramaar, read-
ing and oral coHprehension, and, to а lesser eztent, writing. 
It is only recently that some headway has begun to be sade 
in the developaent of objective techniques of neasuring 
speaking ability (Dimitrijevi6 & Djordijevi6 1971:2^8)* 
In Short, the whole field of language testing offers 
scope for further experiaentation and research* To en— 
sure more rapid movenK^nt ahead some members of the staff of 
every foreign languages department should be specially train-
ed in ezamining techniques (every teacher, of course, should 
be femiliar with the fundamentals of testing)« The absence 
of all»purpose tests and the lack of universally accepted 
criteria as to how the more ambitious kinds of tests ought 
to be constructed and interpzreted should not prevent the 
rank-and-file teacher at the textiary and secondary levels 
alike front maJcing up his own classroom tests and adapting 
existing ones. The introduction of testing techniqtaes is 
obviously not going to solve all the problems that beset 
the effective measurement of language leaming and there is 
no intention of substituting tests throxighout for tbs tradi~ 
tional methods of examinizig. As devices and techniques com-
plementary to those traditional methods, however, saaie types 
of tests are definitely worth careful consideration and pro-
pagation. 
x x x  
9.5 
The aim of tMs introductory artlcle hat been to ac-
qtialnt the possibly uninitiated reader with some of the 
basic Ideas and terms of present-day langnage testing. In 
forthcomlng Issuee of this publication we hope to provlde 
concrete advice on seleoting loaterial for teste in the 
various language skills, likewise on the adniinistration 
and scoring of teste and the interpretation of test re-
sults* 
Beferences 
Allen. H«B« (ed.) (1965)* Teaching English ae а Second 
Language. 1 Book of Beadings. Ifew York: 
McGraw-Hill. 
Bannett. W.A, (1969)* Aspects of Language and Language 
Teaching. Cambridge: Cambridge üniversity 
Press. 
Carroll. iT.B. (1965)« Fundamental Considerations in Test­
ing for Snglish Language Frofieienoy of 
Foreign Students. In: Teachlng Soglish as 
а Second Language. А Book of Beadings. 
(Edited by H.B. Allen). New York: McGraw-
Hill. 
Pole. B.D. (1931)» Modern Foreign Languages and Their 
Teaching. New York: D. Appleton and Co. 
Pitni-faTi |^evi6. B. and D. D^ord.ieviü (1971)* The BeliAbility 
of the Subjective Assessment of the Fu-
pil's Fronunciation of English as а For­
eign Language. "IRAL". Vol. IZ| 3« 
Gerbert. M. (1969) Konfrontation, Begister und leistungs-
tests in der Fremdsprachenausbildung. 
"Wissenschaftliche Zeitschrift der Hum-
boldt-öhiversitSt" Geschichte-Sprachwis-
senschaft. B. XVIII, 3* 
TTeTTfis, P.P. (1969)» Testing English as а Second Lan­
guage. New Yoi^t McGraw-Hill. 
Lado. R. (1961). language Testing: Tbe Constructloo. and TJ^e 
of Foreign Language Tests« New York: 
HcGraw-HlU. 
Lelstungsmessung im Sprachunterrioht* Zvelte Internationale 
Szpertenkonferenz ttber Testmethoden im 
Fremdsprachenunterricht der Brwacbsenenbll-
dung« VerfaBt von Н. Schrand« Harburg/Lahn: 
Informationszentrrm für Fremdsprachenfor-
schung, 1969* 
Matt. 0« (1972). Qn Soae Contea^orary Trends in Foreign len» 
guage Teaching. **liethodica I". Tartu« 
Robinson. P» (1970). The Composltion, Adaptation, and Cholce 
of Second-Language Tests. "Snglish language 
Teaching**. Vol. UV, 1. 
Ro ^ ^ on. P. (1973)* Testing the Second Language Contpetence 
of Children and Adults. "English-Language 
Teaching". Vol. HVII, 2, 
Seward. B.H. (1973)» Measuring Oral Production in ELT. "Sng­
lish Language Teaching". Vol. ZZVIII, 1. 
Тестирование по иностранный языкам. Экспресс-информация, Ин­
формационный центр высшей жолы. Ш ССО ОССР. 
Москва 1970. 
Valette. R.M. (1967). Modem Language Testing: а Handbook. 
New York: Harcourt, Brace & World, Inc. 
9 5  
о РОЖ СОЗНАТШНОСТИ 
ПРИ ИЗУЧЕНИИ ГРАММАТИКИ ИНОСТРАННОГО ЯЗЫКА 
Я. Соонвальд 
1. Выдожжв 
Методои обучения называется совокупности теоретических 
установок, на которых базируются приемы и средства обучения. 
Советский метод преподавания иностранных языков опирается на 
сознательность. 
Сознательность - широкое понятие, и толкование этого 
термина применительно к обучению иностранных языков доволь­
но затруднительно. 
Усовершенствование методики состоит в том, чтобы сред­
ства обучения привести в более полное соответствие о целями. 
предметом обучения и с уровнем знаний обучаемых. 
В такой последовательности мы и будем рассматривать 
интересующий нас вопрос. 
Проблеме сознательности и выработке языкового автома­
тизма в 1969 г. была посвящена дискуссия в журнале "Deutsch 
ale Fremdsprache." 
В настоящей статье дается обзор этой дискуссии и при­
водится мнение других авторов по этому вопросу. 
2, Цель изучения мжостраниого языка 
Ближайшая цель при обучении иностранному языку - соз­
дание у учащегося динамического ядра языка или сиртемы дина­
мических стереотипов (Jaanvärk, 1960:325 и след.). 
Динамическое языковое ядро невелико по объему языково­
го материала - лишь несколько сот слов и словосочетаний, 
но всегда готово к функционированию. Сфера влияния динами­
ческого языкового ядра далеко переходит свои естественные 
границы: учащийся, владеющий им, з|меет использовать и тот 
языковой материал, который он активно не изучал (Koemets, 
1%3:82 и след.). 96 
Характерный прганакон динаыического стереотипа являет­
ся способность переносить з^ыработаниый назык на новые ситуа­
ции ....(Артеиов, 1%9:175), уиение образовать такие пред­
ложения, о. которых учащийся раньше ничего не слышал ( не1~ 
big, 1%9:22 и след.). 
Конечной целью изучения является такая степень овладе­
ния языком, при которой сознательные усилия учащегося напра­
влены только на пель и содержание высказывания, 
а языковое 
офориление проиохддит в подсознании (Раввот, 1970: 344-345; 
Hellmicli, 1969:5). Осознание правила образования формы 
происходят лишь тогда, когда говорящий ошибается (Артемов, 
1%9:16^). 
В настоящей статье мы будем иметь в виду тот этап изу­
чения языка, который 0. Хергенау называл «Sprachverstündlicb-
keit" 9то - умение пользоваться языком в пределах опреде­
ленной тематики в качественно корректной форме» 
Грамматика - это инструмент, который позволяет образо­
вать из ограниченного количества языковых единиц неограничое-
ное количество предложений. Тем самым грамматика является 
важнейшим средством изучения языка. 
Грамматика иностранного языка должна обеспечить меха­
низм правил, который служит для образования и интерпретации 
правильных предложений. Она приводит к формированию чувств 
языка, компетенции (Kompetenz). Без грамматики иностранный 
язык изучать невозможно (Helbig, 1972:7,; 1969^:20; 1969^ : 
160; 1967:263). 
Обучение грамматике подчинено созданию определенных на­
выков. Нет нужды осваивать элементы грамматики в системе 
полностью, а в зависимости от каждой конкретной необходимос­
ти (Helbig, 1969®:9; 1969^: 365). 
3, Совнатедьность как средство обучения 
При обучении иностранному языку преподаватель должен 
работать в двух направлениях: 
1) приобщать учащихся к новой языковой форме .( учить 
спряжению, склонению и соединению слов в предложении) и 
2) сформировать у учащихся новый образ мышления. 
* Ca. HellMlch, 195Э » - 360. 
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"Самой общей ооиовой... трудносхей усвовшя является 
совпадевю илн несовпадение аналогичных форм и их значений 
с точки зрения унификации и дифференциации" (Крушельницкая, 
1961:7). 
Сознательным можно называть такое преподавание, когда 
преподаватель, учитывая при обучении результаты сравнения 
языков, использует эти результаты для управления, переносом 
(traxuifer) и интерференцией* (Hellmich, 1960:6). 
При наличии переноса родной язык содействует овладев 
нию иностранным языком. Однако при явлениях интерференции 
родной язык оказывает тормозящее влияние на овладение инос­
транным языком. 
При одной группе языковых явлений влияние родного яаи-
ка.нейтрально: зто - явления чисто морфологического поряд*^ 
ха, - типы оклонения и спряжения, в основе которых лежат 
чисто.формальные различия (Крушельницкая, 1961:12; Соон-
вальд, 1965:112 и след.). 
С точки зрения практики преподавания, наибольшие тру­
дности для овладения языком представляют явления интерфе-
ренции^^. В таком случае в одном языке отсутствуют диффе« 
ренцирующие признаки другого языка, что и обусловливает не­
правильное использование соответствующих языковых явлений. 
Исходя из наличия или ОТСУТСТВИЯ дифференциругавдрс ПЦН 
знаков первого (родного) языка во втором (иностранном) яз1г-
ке, можно выделить.три типа межъязыковой интерференции 
(Welnrelch, 1966t18-19). 
I. Сверх дифференциация - в родном языке есть диффе« 
ренцирующие признаки, в иностранном - нет (ь^ Ь2-). Напр., 
выражение дополнения в эстонском и немецком языках: 
S 
С точки зрения психологии перенос и интерференция 
одно и то же явление - родной язык оказывает влияние на ^  
рмы употребления иностранного языка (Juhasz, 1969:195-196). 
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От межъязыковой интерференции надо различать внут­
риязыковую интерференцию, при которой тормозящее действие 
вытекает из одного ранее (или позднее) освоенного язы­
кового явления того же иностранного языка. Напр. случаи 
неправильного использования предлогов in, auf, an и т.д. 
на вопросы «о? и wohin? 
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Tead Ostia «aatlit. - partltlly (BIH* падеж). 
Vend oetle mantli. •» genitllT (род. паДбЩ). 
Oeta aantell - noBlnatliv (ии. падеж). 
Der Bruder kaufte den Hantel. - Akkusatly (вин. паДвж) 
Der Bruder tiat den Mantel gekauft. 
Kauf den Hantel! 
В ЭОТОНСКОН языке дополнение ( direktes Objekt ) ножах 
быть выражено треня падежани, в ненецкой же - только одннн* 
2. Недостаточная дифференциация: в иностраннон языкф 
есть дифференцирующие признаки, а в роднон нет. (ь^ - ). 
Isa Tottis оша raamatu. 
Bma Tottis oma raamatu. 
Der 7ater nahm sein Buch. 
Die Hutter nahm Ihr Buch. 
(П Oma" - свой, -Я, -e; лат. - suus, -а, -um). 
7акие случаи труднее поддаются переводу чен явления, 
характерные для предыдущей группы (Крушельницкая, 1961: 12-
13). 
3. Реинтерпретация различий. В этон случае дифферен-
цирущий признак второго языка заненяетоя дифференцирующин 
признакон первого языка (ь^ + ь^^). 
На aitan sõpra. - pasrtltllT (вин. падеж). 
Ich helfe dem Freund. - DatlT (дат. падеж). 
Различие здесь заключается в способе синтаксической связи 
глагола с последующий существительнын. При преподавании ооо;* 
бое внинание следует обратить на те граинатические явлення, 
при которых родной язык оказывает интерферирущее влияние. 
Преподаватель должен обучать учащихся образованию язы­
ковых Форн -
я ид - ^  - ich geh - е -
И различной категоризации действительности,.то есть >исполь­
зованию новой систены языковых значений. Ср. понятие "свой" 
(эст. "oma" ) - mein, dein, sein, ihr, unser, euer. 
Что характеризует сознательность (сознательное обуче­
ние)? 
В традиционной трактовке под сознательностью понинают 
сугубо логически-дискурсивное усвоение, которое основывает­
ся прежде всего: 99 
а) на аналигаческом подходе к предмету, 
б) на дедукции, 
в) на теоретических объяснениях. 
Противоположностью этоиу является ин и т и рую-г 
щ е - н е х а н и ч е с к о е  и з у ч е н и е  я з ы к а ,  к о т о р о е  о с ­
новывается: 
а) на синтетическои подходе к предмету, 
б) на индукутивнои усвоении языковых явлений,. 
в) на практических упражнениях (Apeit, 48:74). 
Оправдывается ли такое противопоставление? 
Как понимают сознательность другие авторы? 
Сознательность - это понимание учащимся того, что он 
делает, что учит (Шубин, 1965:14). 
Понимание -* это выяснение объективной связи между 
элементами. Что-то понимать, означает раскрыть содержание, 
суть дела. Понимание - это увязываение новых впечатлений и 
восприятий со старыми, это умение включить новый материал в 
круг уже освоенных 
знаний и умений. 
Сознательность надо понимать как умение переходить от 
теории языка к речевой практике (Beljajev, 1967:441). 
Сознательность можно характеризовать как совокупность 
умений и знаний. О сознательности можно говорить, когда уча­
щийся 
1) умеет обосновать словами, почему он говорит 
именно так, а не иначе; 
2) умеет применять сформулированное словами 
н а  п р а к т и к е ,  п р и в е с т и  п р и м е р ы ;  
3) знает место данного грамматического явления 
и  е г о  с в я з и  с  д р у г и м и  в  г р а м м а т и ч е с к о й  с и с т е м е  
в целом.'® 
В такой трактовке сознательность можно понимать как 
результат обучения, как частичное умение и знание языкового 
материала. Какую пользу принесет опора на сознательность 
при изучении иностранного языка? 
Материал, который мо поняли, легче запоми-
н-а е т с я. 
Такое толкование понятия сознательности было пред­
ложено Э. Коэметсом в беседе с автором статьи. 
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Нацо полагать, что осмысленное восприняв материала 
с о д е й с т в у е т  п р е о д о л е н и ю  и н т е р ф е - г  
р е н ц и и. Опора на сознательность содействует творческо­
му применению СТРУКТУР В новых комбинациях - учащийся суме­
ет перенерти выработанный навык на новые ситуации (Apeit, 
1969:76-77)• 
Опираясь на сознательность, мы скорее достигнем цели 
изучения языка. Но надо полагать, что в понятии сознатель­
ности можно выделить несколько уровней, из которых самым 
низшим является чувственно-наглядное познание - подражание. 
Подражание есть целостное, синтетическое действие (Ар­
темов, 1969:154-158) или, другими словами, прием усвоения 
правила действия через непосредственное воспроизведение ее 
целостного образа« причем он не осознается аналитически (Ар­
темов, 1969:128). 
При преподавании иностранного языка нельзя игнориро­
вать такой прием изучения, как подражание. Оно также явля­
ется сознательным приемом изучения. Одним из компонентов 
сознания вообще надо считать и ЧУВСТВО аналогии. 
"Чувством аналогии называется способность 
сознания открывать у сравниваемых объектов 
с х о д н ы х  к а ч е с т в  и  с в о й с т в  и  п е р е ­
носить их на другие объекты", (Карлин, 1968:19). 
При упражнениях, основанных на чувстве аналогии, необ­
ходимо, чтобы учащийся распознал бы идентичность некоторых 
определенных признаков. 
Das iet der Lehrer — Ich eehe den Lehrer. 
(Desselmann, 19^9 t 205). 
Опираясь на чувство аналогии, учащимся можно давать 
"графические правила", при которых изучаемая форма и сущест­
венные признаки конструкции выделены графическими средствами. 
В процессе автоматизации участвуют и имитации, и ана­
логии. а также основывающаяся на них ИНТУИЦИЯ (Paesov, 1970: 
345), (Интуиция - это познание без развернутого рассуждения) 
(БСЭ). 
При этом важно только, чтобы учащийся осознал сущест­
венные признаки, определяющие использование изучаемой языко­
вой формы. 
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Псиичвокие качества учащегося, на которые нужно опи^ 
раться при изучении иностранного языка, разнообразны. Нет 
нужды требовать от учащегося формулировки правила сразу по­
сле введения 
новой конструкции» 
При изучении грамматики основными приемами освоения 
являются: 
^ имитация, 
применение ( application ) и 
- конструирование (Gurrey, 1960:72). 
И м и т а ц и ю  н а д о  п о н и м а т ь  к а к  ш а б л о н н ы й  с п о с о б  
действия - восприятие и повторение услышанного. Приме­
нение г* это более гибкий способ действия: повторение 
в о с п р и н я т о г о  о  в а р ь и р о в а н и е м .  К о н с т р у и р о в а ­
н и е  -  это, в  перву ю  о ч е р е д ь ,  у м с т в е н н а я  опе­
рация, которая опирается на правило - требует чувства 
логики. 
Имитативные упражнения ставят целью о в о е н и е 
формы. Чем чаще учащийся обращается к имитации и к ана­
логии, тем больше укрепляется динамический стереотип ( Рав-
80V, 1970:345). Но умение образовывать аналогии надо под­
креплять и усовершенствовать знаниями о языке (A8peit,i969: 
76). 
Общий порядок освоения протекает следующим образом: от. 
осознаннрго подражания к самостоятельному творчеству (Шепер, 
1953:144). 
Непроизвольные (неосознаваемые) речевые действия на 
каком-то этапе усвоения языка целесообразно преобразовы­
вать в осознаваемые действия (Артемов, 1969:171). 
При традиционном методе преподавания грамматики пре­
обладали: 
- правила над живой речью, 
- знания над навыками, 
- языковые упражнения над коммуникативными упражнени­
ями ( Heibig, 1969:18). 
В современном поншании сознательное изучение и изу­
чение, добивающееря автоматизма, составляют одно целое 
(Apelt, 1969:78). Надо сочетать подражание (синтетииес-
кое действие) и осознанный анализ, языковое правило и рече­
вое действие-(Артемов, 1969:120 и 153). 
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С о з н а г е л ь н о о х и  о б у ч е н и я  б у д е х  с о о т в е т ( ь  
твовать... такая систеиа теорезичеоких сведений, которая 
включает и способ "перевода" их в практическое "умение" 
(Вертоградская, 1972:12-13). 
Взаимопроникновение правила и действия речи на иност?* 
раннем языке ведет к тому« что речь становится дифференци­
рованным целым, интегрированной расчлененностью по правилам 
rpaipiaTHKH того или иного иностранного языка (Артемов, 1969: 
132). 
Речевое действие делается кратким по времени и... эф^ 
фективным по результатам (Артемов, 1969:138). Это.не сле­
дует понимать так, что речевое действие должно следовать 
языковому правилу. 
Усвоить языковое знание можно только посредством ре­
чевого действия. Понятие знание при изучении иностранного 
языка включает в себя и умение применять это знание на пра­
ктике. 
Усвоение знания - это овладение действием, направлен­
ным на решение задачи (Вертоградская, 1972:12). 
Правило действия вырабатывается на основании соверме-? 
ния ряда действий, подчиняющихся этому правилу (Артемов, 
1969:175). Запоминание правила должно происходить путем 
упражнения. 
- Надо искать оптимальное сочетание языкового правила 
и речевого действия в процессе обучения речи на иностранном 
языке 
(Артемов, 1969:135). 
Проблемой является: 
1 )  к а к  и  к о г д а  н а д о  о б ъ я с н я т ь  т у  и л и  и н у ю  
структуру, 
2) в каком объеме это надо делать, 
3) .какого характера должно быть объяснение (Passoy, 
1970:344). 
Одно из свойств высшей нервной деятельности человека -
выполнять практические действия по теоретически усвоенной 
программе. 
Вне программы деятельности быть не может. Если прог­
рамма действия человеку не дана, он сам ее образует (Арте­
мов, 1969:128-135). 
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Задачу преподавателя - указать на существенные призна-
га (условия), которые определяют использование изучаемой 
конструкции. В противном случав учащийся ориентируется на 
с л у ч айные признаки, что не позволяет ему 
выработать правильный навык. 
Лингвистическое описание языка должно выяснить ло];'иче-
скую связь между предпосылкой (существенными признаками) и 
следствием (языковой формой). 
Схема правила: если... тогда... . 
Традиционный способ сообщения знаний малоэффективен 
потому, что учащиеся не умеют пользоваться всеми сообщаемы­
ми им сведениями, правилами. .Нужное им учащиеся должны шби-
рать сами. (Раввот, 1970:345). 
Для предотвращения этого рекомендуем давать языковые 
знания в виде графического правила". Это - цредложение-об-
разец, где существенные признаки (или условия) и изучаемая 
форма выделены графическими средствами. 
Die Freundin nahm Ihr Buch. 
Karl arbeitet la Garten. 
Преимущество "графи^ского правила" состоит в том, что в нем 
в наглядной форме выделено вое существенное, при игнорирова­
нии того, что в данном случае несущественно. К "графическому 
правилу" можно относить общие вопросы, посредством которых 
мы проверяем, узнал ли учащийся наличие в конструкции логи­
ческого условия (существенный признак) или нет. 
В первом примере мы задаем вопрос: 
- "Женского ли рода действующее лицо или нет"? 
Во втором: 
- "Можно ли к "arbeiten" отнести вопрос "wo"? 
- "Женского ли рода "Garten" или нет"? 
Посредством таких вопросов мы учим учащихся обращать 
внимание на вое существенные признаки. Пока учащийся не на­
учился узнавать существенные признаки конструкции, нет смыс­
ла 
требовать от него словесной формулировки правила. 
Языковые знания сообщаются в разных формах: 
- в виде графического правила, 
- в виде вопросов к графическому правилу, 
- в виде сформулированного правила. 
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Под ЯЗЫКОВЫМИ знания1га надо поникать разъяснения (ин­
струкции), которые поддерживают освоение структур при авто­
матизации и их практическом применении (Раввот, 1970:346). 
Правило направляет речевые действия, помогает дучже 
п о н и м а т ь  с о д е р ж а н и е ,  ф у н к ц и ю  и  с п о ­
соб употребления иноязычньрс средств (НвИ-
mich, 1969:6-7) Piagatad, 1913:34 и 205), Сознательное об­
учение означает и обеспечение обратной связи. Обратная связь 
или обратная афферентация это - сообщение результатов тру­
да в управляющий центр. 
Механизм обратной связи объединяет два.механизма: 
- механизм выработки языкового правила, 
- механизм речевого действия. 
Это дает возможность улучшть намеченное раньше дейс­
твие (Артемов, 1%9:133-134). Необходимо, чтобы учащийся 
каждую минуту узнавал, что он за это время усвоил. 
Изучаемые явления надо дифференцировать. Для этого Я9-
обходимо, чтобы учащиеся верно поняли ПРИНЦИП диййеренпиа-
пии языковых явлений. 
Часто учащиеся не обращают внимания на дифференцирую­
щие признаки изучаемых явлений - в учебных пособиях их не 
выделяют достаточно рельефно. 
Дифференцирующие признаки необходимо четко выделить. 
Чтобы различать сходные языковые явления, надо их 
сравнивать друг с другом. 
Сознательность проявляется в умении найти обшие и 
отличительные признаки сравниваемых языковых явлений (piag-
stad, 1913:185). Сопоставляя образуемую связь с интерфе­
рирующей связью, легче всего преодолеть интерференцию. 
Особым видом сопоставления является противо­
поставление. Надо ясно различать новые связи от 
ранее сложившихся, надо противопоставлять языковые явле­
ния - так быстрее складывается новая связь. Своевременное 
внутриязыковое противопоставление... могло бы способство­
вать образованию понятия, разграничивашего их употребление 
(Трусова, 1972:100-107). 
Для противопоставления выбирают языковые явления, ко­
торые содержат нечто общее, а также и нечто различное. 
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Оппозщп - ао11шетр1чеокн коррелнрующив пары предхо-
жешй (Juhus« 1969:195). 
Какую роль среди прочих упражнений играех перевод на 
ивоссраяный язык? 
Перевод поможет понять языковое явление - учащийся 
точно знает, что он скажет. (Flagetad, 1913:183 и 290). 
Еонтраотивные переводы полезны. Осознания различия 
языков может служить твердой основой для усвоения иностран­
ного языка 
(Brdei, 1970:228-231). 
Перевод специально подобранных предложений иаксиыаль-
но развивает умственные способности учащихся (]^бин, 1%7: 
422), 
Посре)1СТвом перевода вырабатываются определенные сиг-' 
налы и защитные механизмы, которые помогают, ограничить ин­
терференцию родного языка (Erdei, 1970:228-231). Перевод 
часто является эффективнейшим средством для преодоления се­
мантической и структурной интерференции 
(Шубин, 1967:422). 
Перевод СЛУЖИТ средством "зашиты" и средством упроче­
ния чувства языкаво время формирования его у 
учащихся (Fiagstad, I9I3:186). 
К переводу на иностранный язык hj^o прибегать до тех 
п о р ,  п о к а  э л е м е н т ы  р о д н о г о  я з ы к а  
проникают в иностранную речь (Flag­
eted. 1913:290). 
Опора на сознательность достигается и в результате 
применения коммуникативных упражнений, моделирующих естест­
венные условия речезой деятельности (Apeit, 1969:76; Вер-
тоградская, 1972:20). 
При таких упражнениях внимание направлено в первую 
очередь на содержание высказывания, образование формы про­
исходит в подсознании (Раввот, 1970:345; Helblg, 1969:22 и 
след.; Hellaich, 19691358 и след.). 
Сознательность - это умение реагировать языковыми 
средствами в соответствии с требованиями коммуникации. 
Сознательность при обучении иностранному языку - мно­
гогранное и динамическое понятие, в котором мы выделили 
следующие аспекты: 
- сознательность как цель изучения языка, 
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- сознательность как знанме различий в структуре род­
ного и иностранного языков, 
- сознательность как совокупность психических качеств, 
на которые можно опираться при обучении. 
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OFEBTÖÕ BFEETIIVBUSE МООФШЗЕВ BESEBHIlEBTAAb-
JA EOHTROIIfiüHUÄS* 
J «TuldaTa 
Pedagoogilise eksperimendi eesmSrgiks on sageli брре-
tS5 efelctiivBuse võrdlemine kahes rSbmas, lnie;)uares kummas-
]ci rSbuas kasutatakse erinevaid 8ppeaeetodeid* Tavaliselt 
tahetakse teha pShjendatod otsustusi mingi uiie meetodi efek­
tiivsuse kohta, võrreldes traditsioonilise meetodiga. Sel 
juhul moodustatakse Õpilastest nn, ek8per^ "»«taalrghm (S-
гШш), kus katsetatakse uut meetodit, ja kontrollrSb« (£. 
гШш), kus õppetöö kulgeb vana meetodi järgi* Mõlema rühma­
ga tehakse kaks põhitesti: algtest (enne eksperimenti) ja 
lõpptest (pSrast eksperimenti), Qn võimalik t Ha ka vabete»-
te (eksperimendi kMigus) ja jarelteste (mõne aja möödudes 
pSrast eksperimenti), mis samuti võivad anda huvitavaid ja 
eksperimendi seisukohast arvestatavaid tulemusi. KSesolevae 
artiklis vaatleme lihtsamat varianti, nimelt kui õppetöö 
efektiiv&\i8e võrdlemisel arvestatakse ainult algtesti ja 
lõpptesti tulemusi. Ciinjuures tuleb lisada, et alg- ja 
lõpptest võivad omakorda koosneda mitmest alatestist või 
kontrolltööst, millest arvutatakse keskmine hinne. Oluline 
on tingimus, et alg- ja lõpptesti tiilemuste hindamine toi­
muks Qhtse kriteeriumi jSrgi, s.t. hinded peavad olema ob­
jektiivselt võrreldavad. Sama kehtib ka hindamise kofata гШ1-
made vahel. See kõik nõuab erilist hoolikust ja oskuslik­
kust testide koostamisel ja iSbiviimisel ning hinnete ar­
vestamisel. 
Xksperimeadi tulemuste töötlemisel kasutatakse nüüdis­
aja pedagoogilises uurimistöös üha enam nõuetekohaseid sta­
tistilisi meetodeid, mis võimaldavad teha tõenaosuskindlaid 
Seine artikkel sarjast '*fedsgoogilise eksperimendi 
statistiline töötlemine**. Ssimest artiklit vt. "Method-
ica** II, Tartu, 1973. 
Autor avaldab tanu dots. B. Tiidule vaSrtuslike mär­
kuste eest kSesoleva artikli kfisikirja retsenseerimisel 
iSiendusettepaneku eest, mille esitame ar-
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IcvalltatliTseid ;)5reldasl. s:Seeole7as artUclie Taatleme  lt 
sellist meetodit, mida on •б1ша11к kasutada alg- ja iSpp-
testi tulemuste võrdlemisel eksperlmentaal- ja kontrollrSh-
mas. Meetodit on tema esialgsel kujul kirjeldanud Р» lutfiidc 
(196^) ja seda on praktiliselt rakendanud mitmed uurijad 
(nSit, Eaneps, 1967i Ossipova, 1972. Yiiaasel juhul kaes-
oleva artikli autori jiihendamisel ja teatavate muudatuste­
ga). 
Taremas uorimistoõs on irSbmade tõö hindamisel võrrel­
dud peamiselt lõpptesti tulemusi B- ja E-rCUuaas, kusjuures 
eeldatakse või korraldatakse nii, et r  ade tase on enne 
eksperimenti enam-vahem võrdne. Alati pole aga võimaljlk гбЬ— 
mi selliselt koostada. SeepSrast ongi vaja kasutada meeto­
dit, mis lõpphinnangu andmisel arvestaks ka rnhmade ekspe-
rimendieelset taset. Hõudeks on siiski, et rffhmad liialt ei 
erineks oma eksperimendieelsete teadmiste taseme poolest, 
mis oleks vastuolus korrektse eksperimendi tingimustega: 
võrreldavad rSbmad peavad olema valimid samast üldkogumist« 
Sõne kui asuda meetodi kirjeldamisele, peame nimetama 
^it eeltingimust ja tutvustama lugejaid mõne vajaliku teh­
nilise võttega matemaatilise statistika valdkonnast. 
Eui tahame võrrelda B- ja K-rühma tulemusi lõpptesti 
alusel, siis on eelkõige tarvis kindlaks teha, kas К-гШша 
tase on eksperimendi kSigiis (uue õpetamismeetodi kasutamise 
tulemusena) Qldse paranenud. Ainult sel juhul on mõtet asu­
da võrdlema lõpptulemusi E-rShmaga. See tShendab, et peame 
esmajoones võrdlema alg- ja lõpptesti tulemusi B-rOhmas en­
das, kasutades selleks vajalikke statistilisi kriteeriume. 
Alg- ja lõpptesti keskmiste hinnete võrdlemisel võib raken­
dada Studenti t-testi või mitteparameetrilist llazm-Whitziey' 
U-testi (Tiit, 1971, 24^^ jj.; 1971a, 194 jj.j 1972, 168 jj., 
vt. ka Tuldava, 1970, 146 jj, ja 152 jj.). Veelgi parem on 
kasutada sel juhul vastavaid teste korduvate vaatlmste võrd­
lemiseks, mida tutvustasime eelmises artiklis pedagoogilise 
eksperimendi statistilise töötlemise kohta (Tuldava, 1973, 
142 |j.). 
Oletame, et suutsime tõestada teadmiste taseme tõusu 
B-rtihmas. Iluüd on tarvis kindlaks teha, kais B—rOhmas kasu­
tatud uus meetod on parem kui traditsiooniline meetod, mida 
kasutati E-rOhmas. Euna me tahame teha otsustusi üldkogumi 
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kohta valimite (valjavßtete) alusel, siis peame silmas pi­
dama matemaatilise statistika nõudeid keskmiste hinnetega 
opereerimisel (üldkogumi mõiste kohta vt. Tiit, 1971| 71 
jj.). Nimelt peame arvestama keskmiste vSartuste hajuvust, 
mida saab mõõta teatud kindla tõenäosusega. Sel juhul kõ­
neldakse keskväärtusest ja selle tisalduspiiridest antud 
usaldusnivool. Usalduspiiride leidmiseks on vaja eelkõige 
arvutada nn. standardhälve ja seejärel keskmise absoluutne 
viga ehk nn. piirviga. Vaatleme arvutuste käiku lihtsa 
näite abil. Olgu antud järgmine testihinnete rida: 35» 29f 
42, 38, 30, 47, 40, 42, 27, 34. Nende summa on 364. Bt 
hindeid on kokku 10, siis on keskmine hinne 364:10 = 36(4. 
Standardhälvet võib arvutada järgmiste valemite abil (kus 
uksikvääirtusi tähistame tähega x, aritmeetilist keskmist 
X, üksikväärtuste arvu n, standardhälvet tähega s; 51 on 
svunma märk): 
n - 1 
või 
s = II а— (2) 
n - 1 
või 
l j  2I(x - c)^ - n(x - c)^ 
^ ° I m 
kus с on keskmisele x lähim täiserv. 
ülaltoodxid valemid on matemaatiliselt võrdsed ja pea­
vad япДтпя ka võrdse tulemuse (väikesed erinevused võivad 
tuleneda ümardamisest vahetulemuste arvutamisel). Kahte 
viimast valemit on otstarbekas kasutada murrulise kesk­
väärtuse (x) pxihu]« mis raskendab iräljendi x - x ja selle 
ruudu arvutamist. Valemit 2 tuleb eelistada sel juhul, kui 
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021 vSiioaljJc kasutada lauaarvuteid ("BCetrltsa**, **Bllca**, 
**Iskra'* jt.). Arvude ruutude ja ruutjuurte leidmisel v6ib 
kasutada 7. Bradlse broSüürl **Neljakohallsed matemaatili­
sed tabelid kesldcoollle**. 
Tabelis 1 on toodud arvutuste kalk valemi 2 kasutami­
se puhul. Nagu nSeme, tuleb teha jSrgmlsed tehted: 
1) liita SkslkvSSrtused + .*• + зСц ?IIx (v6lb 
tahlstada ka Hxi) ja arvutada QkslkvHSrtuste summa ruut 
(5:x)2, 
2) arvutada Iga QkslkvSSrtuse ruut (X^) ja leida nen­
de ruutude summaiH • 
Tabel 1 
Jrk. 2 
nr. z xr 
1 35 1225 
2 29 841 
3 42 1764 
4 38 1444 
5 30 900 
6 47 2209 
7 40 1600 
8 42 1764 
9 27 729 
10 34 1156 
n=10 Zx = 364 Zz^ = 13632 
(Yx)^ = 132496 
JSrgnevalt asetame andmed valemisse 2t 
Seega, standardhälve s = 6,^2, Standardhälve, mida 
kutsutakse ka "ruutkeskmigeks hälbeks", mõõdab ükslkvSSr-
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tnete hajttvust arltseetillse keskmise ümber. Mida ralksem 
oa staodardhalve, seda vaiksem on ka ha;juvus, s.t. sedati-
bedamalt jaoturad fflcsikTSfirtused osa keskmise ШЛэег, Фбе-
aSoBtuBteoorla jSrgl kõlguvad arwSSrtused oma keskmise üm­
ber jSrgmlselt (eeldusel, et tegemist on ligikaudu nor­
maaljaotusega; normaaljaotuse kohta iShemalt vt* 7ilt, 
1968, 108 jj.)t 
68,3 % juhtudest z + 1,0 s 
95,5 % " X + 2,0 s 
99,7 % " X + 3,0 s 
Vagu ülaltoodust nähtub, ei ületa enamikul juhtudel 
(99,7 %) väärtuste hSlhed oma keskmise suhtes kolmekordset 
standardhSlvet, s.t. i^a vähestel juhtudel (keskmiselt 
0,3 %) vSivad SksikN^SrtTiste suurused jSada vSljapoole tõk­
keid X + 3s* Sellest jSreldub, et teades aritmeetilise 
keskmise ja standardhalbe suurust, on meil taielik etteku­
jutus fOcsikvaSrtuste hajuvusest. Need kaks karakteristikut 
(keskmine ja standardhSlve) asendavad vajaduse korral pik­
ki ja vSheSlevaatlikke QksikvaSrtuste tabeleid. 
Arvestades seda, et me oma eksperimendi põhjal tahame 
teha järeldusi mitte ainult Uhe konkreetse juhu, vaid hul­
ga samalaadiliste juhtude, s.o. üldkogumi kohta, on vaja 
kuidagi hinnata meie eksperimendi põhjal saadud keskmise 
hinde usaldatavust. See tähendab, et peame ühe valiml põh­
jal ЫпДядя valiml keskmise kooskõla üldkogumi keskmisega. 
Matemaatiline statistika võimaldab seda teha valimikeskmi-
se absoluutse vea (piirvea) arvutamise teel: 
t • s 
e —ГГГ— • (^) 
Valemis 4 tahlstab t- piirviga, s - standardhalvet 
ja t - kordajat (konstanti), mille leiame Studenti t-jao­
tuse tabelist, arvestades usaldusnivood ja nn. vabadusast-
mete arvu. Vabadusastmete arv n^ s n - 1, s.t. ükslkväSr-
tuste arvust tuleb lahutada 1. Meie katse puhul n^ = 10 - 1 s 
s 9. üsaldusnivooks (tõenäosustasemeks) seame 95 %• See 
tähendab, et arvutades piirvea nimetatud usaldusnivool, 
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т81ше valta, et SldJcogumi keekmioe (mida me ei tea, aga 
soovime hinnata) Isjageto 959^11se tSenSosasega piirvea alu­
sel mSSratud iisaliäuspiirldesse: x ^  • Sellist tSeaXo-
sust peetakse küllaldaseks pedaeoo^lise eksperiaeodi tu­
lemuste statistilisel töötlenisel; vabel vSetakse usaldus­
nivooks isegi 90 % (SatSok, 1965* Kaseps, 1967)* Studextti 
t-jaotuse tabelit^ vSib leida kSigiet statistika kSsiraaaui-
tutest (Tiit, 1968, 304-; tabel on toodud ka kogumikes 'Ыхн-
guistica" II, Tartu, 1970, lk. 192 ja "llethodica" H, Tar­
tu, 1973« lk. 149)« Tabelite kasutämisel peab silmas pida­
ma, et sageli on neis tõenSosus väljendatud nn. olulisue-
nivoo kaudu, mis t lendab tegelikult eksimise t6enSo8ttet« 
Olulisusnivood tähistatakse tavaliselt tShega cL , usaldus­
nivood v6i]i  tähistada tähega jS , ja nende omavaheline va­
hekord on väljendatav järgmiselt: cL= 1 -Jb (proteeBtldee: 
o< = 100 -^ ). Seega usaldusnivoo Jb = 0,95 (95 %) vastab 
olulisusnivoole o( = 0,05 (5 %)• 
Tabelis 2 toome väikese väljavõtte t-jaotuse tabelist 
kahel usaldusnivool: 0,90 (90 %) ja 0,95 (95 %)• 
Tabel 2 
Studenti t vSSrtused 
Yabadus-
astmete 
arv (n^j) 
üsald\isnivoo 
0,90 
(90 %) 
0,95 
(95 %) 
9 1,83 2,26 
10 1,81 2,23 
15 1.75 2,13 
20 1.73 2,09 
25 1.71 2,06 
30 1,70 2,04 
Vabadusastete arvu (seega ka valimi mahu) suurenemi­
sega lähenevad t väärtused normaaljaotuse vaatavatele 
tustele. Praktiliselt tähendab see, et kui valimi Шсвис-
väärtuste arv (n) on kQllalt suur, n&Lt. üle 30, siis võib 
usaldusnivool 0,95 v8tta t suuruseks alati 2 ja xisaldusni— 
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•ool 0,90 lugeda t vSartuselce 1,7« Sel jiihul pole t-jaotase 
tabeleid tarvield.* 
Vaatleme uüud plirvea arvutamist meie naite puhul* L8b-
teandmed on: в а 6,52, n = 10, n^ = 9 ja usaldusnivool 0,95 
(95 %) on t suuruseks 2,26 (tabel 2). Valemi 4 abil leiame 
piirvea: 
2,26.6,52 14,74 
- 4,66 « 4,7. 
yiõ" 3,16 
Fiirviga võimaldab arvutada valimikeskmise usalduspii­
rid: 
i + ^  = 56,4 + 4,7, 
s.t. alampiir on 36,4 - 4,7 = 31,7 ja ülempiir 36,4 + 4,7 = 
= 41,1. Vdib vaita, et üldkogumi keskmine langeb 9^-lise 
tõenäosusega piiridesse 31,7 ••• ^ 1,1 (teisiti öeldes: hul­
galiste katsete korral v6ib oodata, et 9^ juhul sajast lan­
geb valimikeskmine nimetatud usalduspiiridesse). 
Hagu nžCha, pn antud juhul piirviga ja usalduspiirid 
küllalt suured, mis tahendab, et täpsus on väike. Põhjuseks 
on valimi vSga väike maht (n = 10) ja s\2hteliselt suur ha­
juvus keskmise ümber. Eui v lendada usaldusnivoo suurust, 
siis tulemused muutuvad. Näiteks usaldusnivoo 0,90 коз>-
ral oleks kordaja t suurus 1,83 ja valemi 4 jSrgi saame 
piirvea väärtuseks: 
1,83'6,52 
s 3,8. 
p" 
Usalduspiirid on seega: 36,4 + 3,8, s.o. 32,6 ... 
... 40,2. 
Bespool nimetasime, et mõnedes pedagoogika-alastes tö(^ 
des on andmete statistilisel töötlemisel aluseks võetud 
usaldusnivoo 0,90 (90 %), mida peetakse küllaldaseks. Tuleb 
arvestada, et usalduspiire kasutatakse antud katses kesk­
väärtuste vahe olulisuse kindlakstegemiseks. Järelikult 
võib siin teatud tingimustel lähtuda nn. ühepoolsest hüpo-
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teesist (Tuldava, 1970, 136). Sel juhul on vea tõenSosus 
kaks korda vaiksem kui tavaliselt kasutatava kaJiepoolBe b&-
poteesi korral, seega usaldusuivoo 0,90 vastab tegelikult 
usaldusnivoole 0,95 (olulisusnivood vastavalt 0,10 ja0,05X 
ühepoolset hüpoteesi v6ib kasutada siis, kui see on mingi 
eelneva informatsiooni põhjal sõnastatud juba enne katse 
teostamist ja statistilise materjali töötlemist (Tiit, 
1972, 157 ja 181)« Alati pole aga Ohepoolne küsimuseseade 
AWTiA eksperimenti õigustatud. Usaldusnivoo valik oleneb 
seega konkreetsest katsest ja asjatundlikust kvalitatiiv­
sest hinnangust, 
+ + + 
Olles vaadelnud keskväärtuse absoluutse vea (piirvea) 
ja usalduspiiride arvutamise tehnikat, võime jSrgnevalt 
asuda artikli põhiülesande juurde. Käsitleme probleemi fik­
tiivse nSite varal. 
Eelkõige nimetame, et õpilaste teadmisi on meie kat­
ses hinnatud 50-pallilises süsteemis, mis on viidud koos­
kõlla testides (kontrolltüüdes) esitatud küsima te või ülek­
annete õigete vastuste arvuga. Sellist 50-pallilist süs­
teemi võib võrrelda tavalise 3-pallilise süsteemiga, mida 
on täiendatud kOmnendikega (näit. 4,0 - 4,1 - 4,2 jne.) ja 
mis on otseses korrelatsioonis õigete vastiiste arvuga. Loo­
mulikult võib kasutada ka teisi hindamissüsteeme, nSLt. 10-
või 100-pallilist süsteemi. Viimasel juhul arvestatakse 
õigete vastuste arvu protsentides. Kui tahetakse kasutada 
tavalist 5-pallilist koolihinnetesüsteemi, siis peavad hin­
ded olema võimalikult heas kvantitatiivses vastavuses tes­
tide (kontrolltööde) õigete vastuste arvuga. Vastasel ju­
hul läheneb hindamissüsteem nn. järjestusskaalale, Aille 
puhul piirvea arvutamine eespool toodud menetlusfe järgi ei 
ole päris täpne (Tuldava, 1975, 151-152). Sellele vaatama­
ta on paljudes uurimustes õppetöö efektiivsuse mõõtmisel 
lähtutud tavalisest 5-pallilisest süsteemist (SutSok, 19€I5; 
Kaneps, 1967). Võiks ainult soovitada 5-pallilise süsteemi 
kasutamisel alg- ja lõppkontrolli hindeid määrata keskmise 
hindena mitmest väiksemast kontrolltööst või -testist. 
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Hllslis, ülesandeks on võrrelda Б-гШша (е1зрег1шеп— 
taalriüma) ja К-гШша (kontrollrühma) tööd algtesti ja 
l6ppteetl tulemuste põhjal» et teha järeldusi S—rühmas ka­
sutatud uue õppemeetodi efektiivsuse kohta. Vajalikud iSb-
teandmed on toodud tabelis 3» kus algtesti keskmisi hin­
deid märgime tähega Z', lõpptesti keskmisi hindeid tahega 
I ja pjt±rvlga tffiiega £ • Indeksid e ja к tähistavad vas­
tavalt B- ja K-rühaa. Huhma suurust, s,t. õpilaste arvu 
(mis tahendab ka üksikhinnete arvu) mSrgime tahega n* 
Tabel 5 
Andmed B—rühm K-rUhm 
Hühma suurus n_ e 40 
e nj^ =37 
Algtesti keskmine hinne =: 37,2 = 54,5 
Lõpptesti keskmine hinne 
Lõpptesti piirviga 
(93%~lieel usaldusnivool) 
le =^5.3 
= 1.9 
Ijj = 37,0 
£k = 2,1 
Bkeperimesdi tulemuste põhjal võib esimesel pilgul 
nentida jSrgmist: 
1. Nii Е-гШша kui ka E-rühma lõpptesti tulemused 
ületavad vastavate algteetide tulemused. Seega on mõlemad 
rühmad parandanud oma teadmisi antud ainevallas* (Eespool 
nimetasime f et S—rühma siiJites peab seda tõestama statis­
tilise testi abil* Antud juhul saab seda teha.) 
2, Lõpptesti tulemuste põhjal ületab E-rühm K-rühma 
8j3 punkti võrra (4-5»3 — 37»0)» Kas see on küllaldane, et 
teha otsustusi X-rühmas kasutatud õppemeetodi suurema 
efektiivsuse kohta? Algtesti tulemuste põhjal nSeme, et 
E-rühm oli juba enne eksperimenti K-rühmast tugevam: 
37,2 - 34,5 ss 2,7 pvmkti võrra, I*5ppjärelduse tegemisel 
peab seda ilmselt arvesse võtma, 
küsimuse lahendasiiseks peab lähteandmete põhjal (ta­
bel 3) tegema järgmised tehted: 
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1« Arvutada keskmiste hinnete yabe ezme eksperimenti 
(d)» 
d = x; - = 37,2 - 54.5 = +2,7. 
2« Leida В-гШша keskmise hinde аХалфИг pSrast eks-
pedmentl (A): 
^ А = XG - = 45,3 - X,9 « 43,4. 
3* Leida Е->гШша keskmise hinde korrigeeritud alaoir-
piir pSrast eksperimenti (A'): 
A' s А - d s 43,4 - 2,7 = 40,7. 
IlSrkus. ТаХеЪ arvestada d pluss- v6i mllnusmSrki. Sul 
d oleks nalt. -2,7 (s.t. oleks enne eksperimenti 
nõrgem), siis saaksime t 
A' = 43,4 - (-2,7) = 43,7 + 2,7 = 46,4. 
4. Arvutada Е-гШша keskmise hinde Qlempiir pSrast 
eksperimenti (B): 
В = Xj^  + £k - 37,0 + 2,1 = 39,1. 
5. Võrrelda B-rfihmr. keskmise hinde korrigeeritud aJeifr-
piiri (A') ja g-ruhma keskmise hinde üleorpllri (B) omava­
hel. Eehtib tingimus: 
kui A'5^B (A' on võrdne või suurem kui B), siis on 
erinevtis kahe rühma õppeedukuse vahel eksperimendi lõ­
pul statistiliselt oluline antud usaldtxsnivool (tei­
siti öeldes t olullsusnlvool 1 — ^  s oi )j 
kui A'<B, siis ei saa erinevust antud usaldusni­
vool tõestada. 
Meie nSlte puhul A' s 40,7> В = 39,1. Seega võib an­
tud juhul 95%-lise tõenäosusega välta (pilrvead olid meil 
arvutatud 95%-lisel usaldusnivool!), et B-ruhma tulemused 
on oluliselt paremad K-rühma tulemustest, mis lubab teha 
järelduse E-rühmas kasutatud õppemeetodi suurema efektiiv­
suse kasuks. 
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Matemaatiliselt saiiiavaarne on tingimus| ш111е kohaselt 
erinevus kahe rühma Sppetöö efektiivsuse vahel on statisti­
liselt oluline, kui A' ja В suhe on võrdne v6i suurem kui 1 
(A'/B^l), Tähistades seda suhet tShega T, saame Sppetoo 
suhtelise efektiivsuse koefitsiendi ;jSrgmise valemi abil: 
T = = -2 2 . (5) 
Meie nSites T = =» 1,04-, Koefitsient T nSitab ku-
jiakalt ühe rühma tüö suhtelist paremust võrreldes teise гШь-
ша toöga« 
Ssitatud meetodi mõte seisneb selles, et võrreldakse 
kahte keskmist hinnet (lõpptesti tulemusi) usalduspiiride 
abil, kusjuures E-rühma keskmise hinde alampiir peab ületa­
ma g-rühma keskmise hinde ülen^iiri, et võiks kõnelda olu­
lisest vahest lõpptesti tulemuste alusel. Sealjuures võe­
takse arvesse rühmade taseme eksperlmendieeIset erinevust 
sel teel, et korrigeeritakse B-rühma lõpptesti keskmise Ыпг> 
de alampiiri algtestide tulemuste vabe liitmisega või lahu­
tamisega, olenevalt sellest, kas E-rühm oli algtesti tule­
muste põhjal nõrgem või t\igevam» Meie konkreetse näite pu­
hul võib seda joonisel kujutada järgmiselt: 
joonia 1 
d 
1Шеше, et antud juhul nihutatakse E-rühma keskmise hin­
de alampiiri parandusliikme d võrra E—rübma keskmise hinde 
ülenqDiiri suunas* Sellele vaatamata ei ulatu meie katses E-
rühma alampiir K-rühma ülempiirini, mis tähendab, et usal­
duspiirid ikkagi ei lõiku ja vahe olulisus on tõestatud (läh­
tudes ettemääratud usaldusnivoost)« 
Peab juhtima tähelepanu ühele asjaolule, mis mõningal 
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aSIral ^Diendali kirjeldatud etatietlliee •••todl tipeuet 
ja oealdatavust, Hiaelt pole arreetatud InelEBiete riltr-
tuste (hixmete) :^llrviga algteetl tulenete pubnl« Bura»-
duslllge d Imjutab seega exidast e1>tapeet^ mairoBt sellM 
•Bttes, et pole arrestatud tena nsaldoeplire« Aletestl 
keskmiste hixmete Tahe d annab selle Tald keakBlse таЬе 
hlanaagtt. Kuld teisest küljest tuleb arrestadaf et тВг-
reldes aele aeetodl jXrgl 16pptestl toleanel usaldaepli-
rlde abil, liheneae liigagi rangelt Tahe oluUease klad-
laksaSSraalsele* fundllkima Studentl fktesti abil oleks 
тб1яа]1к tõestada Tahe olulisust ka sel jiihul, kel usal­
duspiirid -i^Qiesel aSSral Ifilkorad (luldaTa, 1970, 128)« 
See asjaolu kontpenseerlb ebatäpsust keskalse d Tllrtuse 
kasutanlsel paranduslUkaena, usalduspUre arrestaaata* 
Т81ша11к Tlga kajastub selles, et usaldusnlTOO TStrtust 
ei saa vCtta Uiga tSpselt (nSlt* ei saa TSlta, et t6«-
nSosus on tSpselt 93 %)• Sellist ebatttpsust peab aga 
i arrestaaa, sest ka usalduspiiride crvutaalsel 
IShtusloe ligikaudsest eeldusest, et tegealst on nor-
saalj aotusega« 
+ + + 
Teine TSlmalus hinnata eksperimendi tulemusi ja 
K-röhmas on võrrelda alg- ja iSpptestl tulemuste Tahe-
sld bumagl гШша kohta. Sel juhul on т81та11к arres-
se T6tta ka algtestl keskmiste hixmete hajuTUst (usab-
duspllre), mida eespool kirjeldatud menetluse korral ei 
tehtud. 
Meetod, mille esitas dots* E, Tiit, seisneb järg­
mises« 
16 
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On tarvis leida lahteandmed: 
E—ГпУгм 
К—ГЙЪтв 
Algtesti keskmine 
** keskm. hinde diek-
persioon 
LSpptesti keskmine >Чппа 
Ч 
•2 
I 
e 
keskn. hinde dis­
persioon 
Ь8рр- ja algtesti tulemuste = d^ я d»^ 
vahe 
p .-p p p p 
Tuleouste vahe dispersioon s. + s' а S. s^ + s^ » К 
(kui hinded on Hdttekorre- e je je jc 
leeritud) 
Kahe rühma Sppetõo efektiivsuse hindamiseks on vaja 
vSrrelda tulemuste vahesid d^ Studenti t-testi aMl« 
Markus, Et üldiselt vahe dispersioon avaldub jSrgmi-
selt: D(I-T) = DX - 2r füF + DI (vrd, Tiit, 1971, 
133), leus r tahistab korrelatsioonikordajat, siis võib an­
tud juhul tulemuste vahe dispersioone väljendada vastavalt 
8^ - 2rSgSg + Sg^ = B Q (B-rühma kohta) ja s^ - 2rsj^s^ + 
+ я (K-rühma kohta). Korrelatsioonikordajat si­
saldava tegxiri Srajatmine positiivselt korreleeritud suu­
ruste X ja Y korral põhjustab vahe dispersiooni mõningast 
ülehindamist. Vaadeldava andmestiku põhjal võib oletada, et 
korrelatsioon on alati positiivne, seetõttu on põhjust ar­
vutada korrelatsioonikordaja väärtused algtesti ja lõpp-
testi tulemuste vahel kummagi rühma kohta eraldi (korre­
latsioonikordaja arvutamise üksikasjalikku kirjeldust vt. 
Tuldava, 1972, 163 jj»). Kui aga korrelatsioonikordajaid ei 
arvestata, siis võib saadav kriteerium ainult olla soovi­
tust rangem. 
Käesolevas näites jätame korrelatsioonikordajad arvu-
tamata (mis võib olla õigustatud suure töömahukuse tõttu), 
saades seega rangema kriteeriumi. Nagu nimetasime, tuleb 
võrrelda suvirusi d^ ja dj^. Studenti t-testi abil. Selleks 
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tuleb kõigepealt arvutada kunnnagl rubma alg- ja l6pptesti 
keskmiste hinnete dispersioonid ^ a nende alusel tuleKoste 
vahede dispersioonid. 
Dispersiooni (s^) arvutetniseks вавЛэ kasutada standard­
halbe valemeid (valemid 1-3)« jSttes valemis Sra ruutjuu­
re mSrgi. Ifeie katse puhul kasutame tabelis 3 toodud iShte— 
andmeid, lisades algtestide dispersiooziid (suvaliselt) 
= 28,09 ^ s 36»0 ning liE^irtestide diversioonid 
вд SS 33,64- ja 8^ = 38,44-. ilg- ja l8ppteeti tulemuste va­
hed on vastavalt B- ja K-rffhaast d^ я 45,3 - 37«2 » 8,1; 
dj^ s 37»0 - 34,5 = 2,5. fahede dispersioonid: s 28,09 + 
+ 33,64 = 61,73 da = 36,0 + 38,44 = 74,44. 
Studenti t-testi valem, mida saab kSesoleval juhul ra­
kendada, on järgmine (Xiit, 1971» 250; vrd. ka Tuldava, 
1970, 146 jj.)s 
^e 
t = Z ^ U . <6) 
kusjuures nimetaja 0 (keskmine standardhalve) tuleb arvu­
tada jSrgmiselt: 
(B, - l).s2 * . 1).^  
iS = I/ . (7) 
- 2 
Valemites tähistavad n^ ja n^^ vastavalt D- ja E-
ruhma suurust (õpilaste arvu). 
Meie nSites: 
3 = 1/ сю - 1).61.73 (37 - 1V74.4» , g 2^^ 
1  4 0  +  5 7 - 2  
Asetades andmed valemisse (6), saame t väärtuseks: 
|8,1 - 2,5} Л 40*37 5,6.4,38 ^ 2,98. 
8,24 у 40+37 ~ 8,24 
StodMitl t-teetl ptihol kehtib reegelt koi внр11г111~ 
ne, 8»o« katsest saadud t vSSrtus on vSrdne тб1 suureK kai 
kriltllias t -flSrtus antud olulieusnlvool, siis on тбгге!-
dayate suuruste (aatud juhul kahe гШша tuleisuste vahede) 
erlnsTUs statlstlldLselt oluline. Eriitilised TUoHnBed ledf-
takse Studsntl t-jaotuse tabelist, kusjuures tuleb arves­
tada vabadusastaete arvu (n^), ais kSesoleva testi puhul 
arvutatakse JŠrgaiselti п^зп^-|-п^-2г40-<-37-2 а 
s 75« Hagu eespool xiiaetasiae, lr6ib nii suure vabadusast-
mete arvu korral 30) praktikas alati vCtta t vaSrtu-
seks 2 olulisusnivool 0,03 ja t viHrtuseks 1,7 olulisusni-
vool 0,10« St espiirlline t valtrtus (2,98) Oletab tundu­
valt kriitilise t vfiSrtuse olulisusnivool 0,05 (2»0), siis 
v6lb viita, et erinevus kahe гШша tulemuste vahel - s.t* 
erinevus ja d^ vahel - on statistiliselt oluline olu­
lisusnivool 0,05« Studenti t-jaotuse tSpsemast tabelist 
nleoe (liit, 1968, 304; Suldava, 1970, 192), et eoq^iirili-
ne t vllrtus Oletab kriitilise vSHrtuse isegi olulisusni­
vool 0,0l (t0 s 2,65)* JSrelikult on õppeedukuse tfixis 
Е-гШш&в katseperioodi vältel oluliselt suurem kui E-rOh-
•as, ais lubab teha jSrelduse dppetõo ja Hneetodi suurema 
efektiivsuse kohta Е-гШшш. 
T8ib lisada, et kriteeriumi tundlikkust d^ ja d^ vahe 
olulisuse mSSramisel saame suurendada (samal mSSral kui 
korrelatsioonikordajat sisaldava teguri kaasarvutamisel va­
he dispersiooni arvutamisel, vt, eespool), kui arvestame 
iga Spilase alg- ja iSpptesti tulemusi (x£ ja x^^), leiame 
tulemuste vahed d^ = x£, nende keskvltSrtuse ja dispersioo­
ni (kummagi rCthma kohta eraldi). Bühmade tulemuste vahede 
vSrdlemisel lahtume saadud keskväärtustest (d^ ja 3^^) ja 
nende dispersioonidest, mida kasutame vahe olulisuse kind­
lakstegemisel t-testi abil (nagu Qlal kirjeldatud, vt. va­
lemid 6 ja 7)* Sellise menetluse korral on dispersioonid 
reeglina vSiksemad ja test on timdlikum. 
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ИЗМЕРЕНИЕ ЭФФЕКТИВНОСТИ ОБУЧЕНИЯ 
В ЭКСПЕРИМЕНТАЛЬНОЙ И КОНТРОЛЬНОЙ ГРУППАХ 
Ю.ТУлдава 
Р е з ю м е  
В статье рассматривается статистический метод, пред­
ложенный впервые П. Жучком. Этот метод поаволяет оцени­
вать относительную эффективность обучения в двух группах на 
основе тестирования до и после проведения педагогического 
эксперимента» Предполагается, что в одной из групп - в 
экспериментальной группе - занятия проводятся ио какому-^-
либо новому методу, а в другой, контрольной группе, - по 
традиционному методу. При сравнении и заключительной оце-^ 
нке эффективности обучения принимается во внимание уро­
вень знаний в обеих группах до проведения эксперимента» 
Для того, чтобы неподютовленные читатели могли воспользо^ 
ваться этим статистическим методом, в статье предварительгг 
но рассматриваются некоторые понятия математической стати­
стики и подробно описывается техника вычисления стандарт­
ного отклонения, абсолютной ошибки и доверительных интер­
валов. 
В конце статьи указывается на другой возможный спо­
соб измерения эффективности обучения на основе сравнения 
данных о росте успеваемости в двух группах. 
Настоящая работа является второй в серии статей ав­
тора в сборнике "Методика" о применении статистических ме­
тодов при обработке педагогического эксперимента. 
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РАСББГЕАСНВН IM БВТЛБСНШЯТЕВЕЮНГ 
Е. üuetaj.u 
Das Ziel des Freadsprachenuntezxichts an nlchtpbllolo-
glscben FakultSten der Hochaohxilezi und ünlversitäten Ist 
in erster Llule, die Studenten zu befShlgen, fremdsprachige 
Fachliteratur zu lesen, um die neueste Information auf Ihrem 
Wissensgebiet zu erhalten. Das bedeutet für den Sprachleh­
rer, die entsprechende Fremdsprache die Studenten nicht als 
ein sprachliches System im allgemeinen zu lehren, sondern an 
der Sprache der Wissenschaft xmd Technik, an Fachsprachen 
zu arbeiten. Die Probleme des Fremdsprachenunterrichts für 
Mchtphllologen sind, in der letzten Zelt oft in verschiede­
nen Schriften zur Ifethodik des fachbezogenen Sprachunter­
richts behandelt worden. Im folgenden wird eine kurze Über­
sicht Шэег einige methodische Fragen gegeben, die die Auf­
merksamkeit mehrerer Autoren auf sich gezogen haben, und die 
auch für unsere Sprachlehrer von gewissem Intejresse sein 
dürften. 
Bs werden folgende Themen behandelt: 
1. Arbelt mit dem Wöirterbuch 
2. Arbeit an Fachtexten 
3»  Bas übersetzungsfreie Lesen 
4. Referieren. 
1. Arbeit mit dem Wörterbuch 
Belm Lesen der fremdsprachigen, nichtadaptierten Fach­
texte müssen die Studenten es verstehen, die nötigen Wör­
terbücher bei der BedeutungserschlieBung des neuen Wort­
schatzes schnell imd sicher zu benutzen. Die Fertigkeit im 
Wörterbuchgebrauch wird in Sprachseminaren erworben, 
Ss wird empfohlen, die Arbeit an Fachtexten mit einer sog. 
Wörterbuchlektion und gemeinsamen Übungen zu beginnen. Erst 
danach sollen sich die Studenten an die selbständige Arbeit 
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ваеЬва (ßchaarechuh 1968^:425; Семвно! 1968*77) • Die Wdr-
torbucblektion soll auf der Analyse des lexUcograpMeclien 
Aufbaue des 8U yerweudeoden sweleprachi-geiii Wörterbuches 
(od* der Worterbfieber) beruhen. In erster «erden dje 
Studenten mit den Inhalt des Buches bekaantgeaachtt si» 
sollen sich eizien tTberbliok über die 'Ватт-Ьжииряы ^ 
die lezÜEOgrapliischen AbkSrsungen «Ьиип^ ^ x> Wost«> 
arten» Hinweise auf die Wortvervendung), die geographi­
schen Bezeichnungen! AbkSrzxuigen Terschaffen« 1««^ 
die Unordnung der StichwSrterf die 1гаптим»1 «»hmmg der ho~ 
nonyaen Stichwörter und der Aufbau eines Stichwortnetses 
sollen ausfShrlich erläutert wei^den (Heeker 1968t431| 
Schaarschuh 1968^t426 - 427; Schaarschuh 1968^ i428; WeiB 
1968:433 "" 434)« Als se Ibstverstfind liehe Yoraussetsung 
gilt hier, daB die Studenten das Alphabet in der Treod-
spräche fest eingeprSgf» häbeng oder ia entgegengesetzten 
Talle das erat noch machen a^sen. Der Lektion sollen sich 
unbedingt Obungen anschlieBen, die den Studenten helfen, 
sich die Technik der WSrterbuchbenutzung aneignen. Im 
Deutschunterricht кбвпеп dann unter anderen auch den fol­
genden analoge Übungen gestacht werden t 
1.1. Zum Alphabetisieren (Hecker 1968:431), s«B« 
Ordnen Sie die folgenden Worter alphabetisch einl 
Gutstage löhner. Gutsherr. Gutsuntertan 1 gkeit. Gntsarbeiter. 
Gutsbetrieb u.8. Wortgruppen. 
1.2. Z\m Atifbau der Stichwortnester (Hecker 1968 : 431; 
Schaarschuh 1968^:428; WeiB 1968:434), s.B. 
Wae bedeuten die folgenden Zusamnensetzungen? 
Tronhof (-^ Fron I herr, -hof), Munitioxiswagen (^Mirni-
tions ( abschreibung, -^agen), Freilichttheater (-^ Frei­
licht I aufführung, -Theater Freilicht | ЪШзпе) usw. 
1.3. Da die Wörterbücher den Wortschatz in der gramma­
tischen Gruzidform anführen, im Text aber flektierte 
Foxnen stehen, bedarf es einer gewissen Erfahrung, 
die Bedeutung des neuen Wortes über die Ermittlung 
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der Gbrazidfoim (vor allem des Infinitiys und des Nomi­
nativs Sing«) zu erechlleBen (Q»Oker 1968*431; Sobaar-
echuh 1968^:424; WelB 1968:434; Соневов 1968:79). Als 
Beispiel dazu: 
Jlnden Sie Im ИогЬвтЪисЪ. die Bedeutung der Im Text 
xinterstrlchenen Wörterl 
Das Ealsertxm brach zusammen wie ein Eartenbaus» Danach 
haben sich Marx und Engels in zahlreichen Artikeln mit den 
Ereignissen und Lehren der Revolution auseinandergesetzt« 
Alle Erdteile wurden in einem globalen System der Macht-
verteiluDg und Machtrlvalltat ve3?flochten« Die Bauern muB-
ten an die Kirche den Zehnten zahlen. Anfange der Charti­
stenbewegung. Die Junker beuteten aber eine andere Gruppe, 
und zwar die bereits früher erwähnten Gutstagelohner aus 
U.S. 
1.4. Die Bedeutung der Wendungen kann man nach dem sinn­
tragenden Wort im entsprechenden Stichwortnetz finden 
(Becker 1968:432). Auch das sollte atif Grund vorgege­
bener Satze gettbt werden. 
1.5* Bei der BedeutungserschlleBung des Fachwortschatzes 
soll man die Studenten darauf aufmerksam machen, daB 
Fachtermini oft auch zum allgemeinen Wortschatz gehö­
ren, dort aber eine ganz andere Bedeutung haben 
(Hecker 1968:432; Schaarschuh 1968^:430; WeiB 1968: 
435). 
Als Übung dazu: 
Vergleichen Sie anhand des Wörterbuches die fach-
spezifische und die allgemeine Bedeutung der unterstriche­
nen Wörter in den folgenden SatzpaarenI 
Mit den Einhebungen der schlesischen Weber begann 1844 die 
aktive Bewegimg des Proletariats. Der Brocken ist die 
höchste Erhebung des Harzes. Die Fortschritte Im Ackerbau 
und in der Viehhaltung besaBen weitreichende Folgen ftlr den 
landwirtschaftlichen Betrieb. In einem vollautomatisierten 
Betrieb werden im ProduktionsprozeB Maschinensysteme ein­
gesetzt u.a. 
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1,6« Oft entbalten Fachtexte WSrter, deren Bedeutung dem 
Leeer unbekazint Ist, die aber in den B&chem nicht ge­
geben sind. Deshalb ist es wichtig, ihre Bedeutung 
durch Wortanalyse erschlleBen zu können, vobel der £OBI-
tezt imbedingt berSckslchtlgt wird (Hiedtaer 1968s433; 
Schaarschuh 1966^34^30; WeiB 1968:436; Семенов 19б8:81). 
Man icann nur eB9fehlen, dajnit schon bei den ersten 
t!bungea zur Wörterbuchbenutzung zu beginnen, doch шаваегЛ 
nur di« einfachsten iSlle zu nehasn, z.B« Qmllebe Auf­
gaben SU gebeni 
Wae bedeuten die Bestandteile der folgenden Zusaimaen-
setzunaen? Tlnden Sie danach die Bedeutung der Zusammenset­
zungen IPiaBt die -gftw чъпдп gefundene Bedeutung in den Kon­
text? 
Sicherheitsoxganisatlon, KoUektlvmaBnahmen, Industriepro­
letariat, Eonfektionserbelter usw. 
Die Wõrterbuchlelction und die praktischen Übungen dazu 
sollen in erster Linie praktischen Zwecken dienen, man darf 
Kit dargebotenen theoretischen Kenntnissen nicht  >ertrei-
ben, Sie Übungen werden in weiterer iirbeit an konkreten Tex­
ten fortgesetzt« 
2. Arbelt an Fachtexten 
Im folgenden wird die Anfangsetappe in der Arbelt be­
trachtet, wenn die Studenten erst über eine genaue Textana­
lyse und Ober verschiedene Übungen den Text bis in die Sin-
zelheiten verstehen können* 
Im Grunde genommen sind z\im Text Übungen von drei Ar­
ten möglich: 1) zum Wortschatz, vor allem zum Fachwort­
schatz, 2) zur Grammatik, 3) zum gedanklichen Inhalt des ge­
lesenen Textes. 
2.1. Die Arbelt am Fachwortschatz bedeutet hauptsächlich 
die Arbeit an Fachtermini (Boinhardt 1969:94). Die 
deutschen Fachtermini sind ihrer Herkunft nach: Wörter 
des allgemeinen Wortschatzes, die meistens eine Bedeu-
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tungeTeriaderung durcbgenacht haben, abgeleitete Wör­
ter, zueaoffiengeeetzite Võirter, AUcGrzungen (-i- Eurzvör-
ter, Zeichen, S^nabole) ( Божно 1961:13) • 
Bei den aus dem allgemeinen Wortec^tz entnoBunenen 
Pachirõrtem Te3^1nden die Studenten Ih» Bedeutung oft Ixr-
tÜBillcberwelse alt der Grondhedeutusg dee Wozrtes. Xs Ist 
zweckmäBlg, die Studenten die bel^n Bedeutimgen solcher 
fermini vergleichen tand In BStsen verwenden zu lassen» Hau 
soll die Studenten auch mehr als efnmwil daran erinnern, daB 
sie Im Wortexbuch еЪеп nach der fachepezlfIschen Bedeutung 
der neuen Lexik zu Sachen haben. 
Bei abgeleiteten Wörtern sollten die Studentem laetande 
sein, die Wurzel der Ableitung zu finden und nach deren Be­
deutung die des Eerminas zu finden oder wenigstens Termiten 
zu ]сБпош1« Das wird durch die YleldetEtlgkelt der Ifflxe und 
PrSflxe erschwert (Божно 1961:26 - 2?)* 
Ton den Zusamoensetzungen bilden die zusaiBBengeeetzten 
Substantive Im Ftscfawortschatz de:r wissenscliaftllcfar-tecfani-
schen Literatur über 80 % (Суедо® 1972:5)» Шмап liigil ос hend 
sollte man recht viel tTbungen mit Ihnen macbexu Zioerst soll­
ten die Studenten In der Wahrnehmung der Zusammensetzungen 
gewlese Srfahrvmgen sajuneln, d«h«, sie sollten lernen, dies« 
Art von Termini im Text zu erkennen, um sie mit Würze Iwör-
tem und Ableitungen nicht zu verwechseln« üm die Bedeutimg 
einer Zusammensetzung zu erraten, auB der Student sie aus 
der Ihrer Bestandteile folgern közmen, wobei der Kontext 
nicht auBer acht gelassen werden darf (Суелов 1972:10). Ше 
Übungen mit zusammengesetzten Termini werden In drei Stap­
pen gemacht: 1. Stappe: Es wird die theoretische Basis fOr 
die spSteren übxmgen geschaffen. Die Begriffe, **da8 zusam­
mengesetzte Substantiv) die Bestandteile der Zusammenset­
zung, Fugenelemente'* usw. werden an Beispieles erläutert« 
2. Etappe: Übungen zum Erkennen der zusammengesetzten Sub­
stantive im Text, ebenso z\m Erkennen ihrer Bestandteile, 
auch zur BedeutungserschlleBung der Zusammensetzuzigen Ober 
die Bedeutung der Bestandteile* Die Übungen der 1* luid 2. 
Etappe können auch als Hausarbelt aufgegeben wez^en« 3« 
Etappe: Die durchgearbeiteten Zusammensetzungen des Fach­
wortschatzes werden beim Sprechen verwendet« Diese Übungen 
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m&ssen unbedingt gemeinsam in der Studiengruppe gemacht 
werden (Суелов 1972»11 - 16). 
Bei den Abkürzungen (darunter auch Initialwörtem tmd 
Silbenwortem) sollte nicht nur ihre Bedeutung gegeben, 
sondern auch ihre Bildung erläutert werden ( Б0ЖН0 1961: 
 ^- 47). 
Die Übungen mit dem Fachwortschatz gehören zu den Vor­
übungen, d.h., sie werden gemacht, bevor die Studenten den 
Text zu lesen beginnen ( Агакдханова 1971:106). 
2.2. Die Sprache der wissenschaftlich-technischen Litera­
tur hat ihre syntaktischen Eigentümlichkeiten, die dem 
Graimoatikunterricht des fachbezogenen Deutschxinter-
richts zugnmde liegen (Kempter 1969:235). Als hSu-
figste werden zwei erwShnt: die Formen der unpersön­
lichen Ausdrucksweise und der nominalen Ausdrucks­
weise (Reinhardt 1968:44; Reinhardt 1969:94 - 95).Vaa 
den ersteren sind vor allem Passivformen zu nennen. 
Ss wird behauptet, daB die in wissenschaftlichen 
Texten herrschende Tendenz zum Passiv durch die Wort­
struktur, und zwar durch den verbalen Wortbildungstyp 
gefördert wird (Reinhardt 1969:94 - 95). Zur nomina­
len Ausdrucksweise dienen prapositionale Wortgruppen, 
die meistens auch satzwertige Wortgruppen darstellen. 
Sie treten zur Zeit immer häufiger anstelle der КеЪепг-
satze und lassen sich grundsätzlich in eiixen Satz ( -
bensatz) transformieren, obgleich eine grammatisch 
mögliche Transformation nicht immer gebräuchlich ist 
(Beneö 1967:145 - 154; Kempter 1969:233 - 234). Die 
Strukturtypen der prSpositionalen Wortgruppen sind 
zahlreich, doch kann sich der Sprachlehrer in der 
praktischen Arbeit auf die Behandlung einer sehr 
kleinen Zahl von ihnen beschränken (Een^ter 1969:239-
240). Es gibt in der Sprache der wissenschaftlich­
technischen Idteratur auch syntaktische Eonstruktio-
nen, die den Studenten beim Lesen gewisse Schwierig­
keiten bereiten, weil sie in der Muttersprache des 
Lernenden nicht vorhanden sind oder dort anders ver­
wendet werden. Von solchen umren zu erwähnen: erwei­
tertes Attribut, Infinitivgruppen, sein + zu + Infi-
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nltlv, sich lassen + Infinitiv, zu + Partizip I u.a. 
(Закжевская 1966:42 - 43), 
Alle Übungen zu den sprachlichen Erscheinungen der 
Fachtexte müssen "in sehr enger Anlehnung an den Text erar­
beitet werden" (Reinhardt 1968:44), An erster Stelle stOBten 
hier Transformationsübungen stehen, Han spricht von gramma­
tischen und inlialtlichen Transformationen. Sin Beispiel 
dazu: Die geforderte Eohle überschreitet die vorgesehene 
Menge grammatische Transformation: Die gefördeirte Kohle 
überschreitet die Menge, die vorgesehen trarde; Inhaltliche 
Transformation: Die geförderte Eohle geht über die Menge 
hinaus, die vorgemerkt wurde. In gewissen Fallen konnte die 
letzte lAnformung interpretative Transformation genaimt wer­
den. Dieser Art der Transformationen müBte man im fachbezo­
genen Sprachunterricht eine weit gröBere Aufmerksamkeit zu­
wenden als bisher. Oft sind die Studenten in den Übungen zum 
Textinhalt gezwungen. Erseheinungen, Gegenstande, Prozesse 
usw. zu beschreiben. Ihr ungenügender Wortschatz verhindert 
sie, den sprachlich besten Ausdruck zu finden, und die er­
worbene Fertigkeit in der inhaltlichen Transformation nützt 
ihnen bei der ihren Sprachkeimtnissen entsprechenden Para­
phrase (^gedüs 1970:82 - 83; Sommerfeldt 1969:175 -179)« Zur 
Einpragung der grammatischen Stmikturen sind selbstverständ­
lich auch andere übungstypen möglich, sie können ebenso 
durch Drill und Hinübersetzxmg eingeübt werden (Beneš 1968: 
49). 
2.3. Das Ziel des fachbezogenen Deutschunterrichts ist ei­
gentlich das übersetzungsfreie Lesen, wobei die im Text 
enthaltene Information völlig aufgenommen wird. Das 
wird hauptsächlich mit Hilfe von Übungen zum gedank­
lichen Inhalt der in der Studiengruppe gemeinsam 
durchgearbeiteten Fachtexte erreicht. Es genügt nicht, 
wenn die Studenten das Gelesene im allgemeinen verste­
hen. Solange der Text ihnen noch sprachlich Schwierig­
keiten bereitet, muB man ihn analysieren imd nötigen­
falls auch übersetzen (Красинская 1966:6). Erst da­
nach kann man zur Arbeit am Textinhalt hinübergehen. 
Als Vorbild könnte man hier dieselben Übungen empfeh­
len, die im Unterricht für Fortgeschrittene verwendet 
«erden (Wenzel 1968:353 - 355)« Dennach isv es zweck-
mSBigi mit Fragen zum Text zu beginnen» Die Тдт^Тг dazu, 
besonders die Schlüsselwörter, können auch vorgegeben 
werden. Daim wird der Inhalt des Gelesenen an ттяпд ei­
ner vorgegebenen oder von den Studenten geschriebenen 
Disposition erzählt. Man kann den Izihalt auch in Form 
eines Interviews wiedergeben. Als Vorübung dazu laßt 
die Studenten auf gegebene Fragen antworten oder zu den 
gegebenen Antworten Fragen stellen. Dabei kann die sog. 
differenzierte Ausdrucksfähigkeit entwickelt werden 
(König 1968:50 - 53)t d.h., die Studenten geben im Dia­
log Gedanken aus dem gelesenen Text wieder, nežunen aber 
dazu Stellung xmd auiBem ±bxe eigene Meinung. Sie leh­
nen eine These ab, stiBunen dem Gesagten zu, äuBem Zwei­
fel daran und begründen das, stellen eine Antithese atif 
und berufen sich dabei auf eine bekannte Tatsache oder 
auf ein Zitat u.ä. Ss können Fragen gestel'^t werden, die 
mit Hilfe verschiedener Situationsmodelle (distanzierte 
Feststellung, bedingte Zustimmung, vorsichtige Fest­
stellung usw.) zu beantworten sind (Wenzel I96at35't)» 
Diese und analoge Übungen sollten den Studenten helfen» 
ihre Aufmerksamkeit auf die inhaltliche Seite des Ge­
lesenen zu konzentriez>en, was in der späteren Et^ipe fGr 
sie von größter Bedeutung ist* 
Schon von Anfang an unterscheidet man zwischen der ge­
meinsamen Arbeit in der Studiengruppe und der lEauslekture, 
die von den Studenten zu Hause selbständig dorehgearbeitet 
wird (Речицкая» Бейлина 1966:85)» Bei der le'tzteren werden 
die Studenten nur aiif den Inhalt geprüft. Die Grundaethode 
dabei ist das Studiengespräch, das übersetzen wird nur als 
Eontrolle empfohlen« 
Zum Herübersetzen (zum übersetzen aus der Fremdsprache 
in die Muttersprache) werden verschiedene Meinungen ge-
fiuBert: es wird entschieden abgelehnt, n\ir als Hilfsmethode 
anerkannt aufs wärmste empfohlen. Interessant wäre viel­
leicht der Standptjnkt von Z. Lang (Lang 1969:193 - 195)» der 
behauptet, daB das übersetzen, entsprechend den gesell­
schaftlichen Erfordernissen, in der Hochschulpraxis als 
Zielfertigkelt auszubilden ist. Die H0rübersetz  g aktiviert 
die Sprachkenntnisse der Lernenden, hilft ihnen den Sinnge­
halt völlig erfassen (wezm das .Ъе1ш stillen Lesen sonst 
scbwerfallt) und dient auch zur Eontrolle, ob die Studen­
ten den Teitinhalt richtig verstanden haben. Der Verfasser 
mlBt auch der schriftlichen Ponn der Herubersetzxmg eine 
groBe Bedeutung bei« Das ermöglicht dem Fachmann in der 
spateren Bex^ufspraxis die nötige Information auch ireiteren 
Personen, die Fremdsprachen nicht beherrschen, zugänglich 
zu machen. Er betont, daB man in der übersetzimg besonders 
auf die richtige Verwendung der Terminologie achten mviB, 
was die adSquate Wiedergabe des Wesentlichen im Text ga­
rantiert. 
3, Das überaetzvmgBfreie Lesen 
Uit Voriibungen zum  }ersetz  gsfreien Lesen beginnt 
man wahrend der Arbeit in der Studiengruppe, wenn an Tex­
ten gemeinsam gearbeitet wird. Es wird folgendes empfohlen 
(Речицкая, Бейлина 1966;85 - Ö7)« Bevor man es den Stu­
denten aufgibt, einen neuen Text zu Hauee für die spätere 
Analyse durchzulesen, liest die Lehrkraft selbst in der 
Gruppe den ersten Absatz vor. Er erläutert dabei den imbe­
kannten Wortschatz: schwierige Wendungen werden durch 
leichtere ersetzt (dabei werden Synonyme verwendet), Wort­
erklärungen und Definitionen in der Fremdsprache gegeben. 
Dann erfolgt die Eontrolle, ob die Studenten das Material 
richtig verstanden haben. Man kaim die Studenten das Gele­
sene in der Muttersprache nacherzählen lassen, ддп irwnn 
das auch gemeinsam in der Muttersprache oder auf deutsch -
dem sprachlichen Können der Studiengruppe entsprechend -
erörtern. Zu Hause sollen die Studenten den Text weiterle­
sen, sich dabei in den Textinhalt vertiefen und möglichst 
wenig das Wörterbuch benutzen. Die Arbeit an einem Lem-
text kann man auch mit stillem Lesen beginnen, damit die 
Studenten einen TTberblick gewinnen, um welche Probleme es 
sich dort handelt. Nun folgt die übliche Arbeit: die mor­
phologische und lexikalisch-syntaktische Analyse des Textes 
imd textgebundene Übungen. Zum SchlviB soll der Text noch 
einmal ohne Wörterbuch gelesen werden. 
Auch der Grannnatlkunterricht dient zur b^itwicklung des 
 )er8etzungefreien Lesens, und zwar durch die Arbelt an 
grammatischen Strukturmodellen, die die gemeinsamen Eompo— 
nenten vieler Aussagen darstellen. Der theoretischen Erklä­
rung eines grammatischen Stiruktiirmodells müssen viele übxm-
gen folgen, die die Struktur In bekanntem und neuem Zusam­
menhang wiederholen, bis Ihre Bedeutung eingeprägt Ist und 
beim Sprachgebrauch keine Analyse mehr not lg ist. Im entge­
gengesetzten falle kann das Gelesene nicht momentan ver­
standen werden, wie das beim Sbersetzungsfreien Lesen vor­
ausgesetzt wird, sondern über eine Analyse des völlig oder 
teils unverständlichen Absatzes (Kan^fe 1968:384 - 585). 
Für die höheren Semester wird die Lektüre der Fach­
zeitschriften empfohlen (Речицкая, Бейлина :87 - 89). In 
der Studiengruppe werden dann die wichtigsten Gedanken des 
zu Hause Gelesenen wiedergegeben und das Thema besprochen. 
Dabei darf die Arbelt an der Fachlexi к nicht ausbleiben. Ss 
werden z.B. Schlüsselwörter und Wendimgen vorbemerkt, die in 
der Inhaltewiedergabe zu verwenden sind. Die dem Aufsatz 
beigefügten Tabellen, Diagramme und Schemen bieten einen 
dankbaren Stoff ziui Sprechen, sie werden erläutert und durch 
zusätzliches Material ergänzt. Die Fachausdrücke können in 
der Fremdsprache erklärt vind definiert werden, die Tatsachen 
aus dem Text durch andere, den Studenten aus ihrem Studitim 
bekannte, illustriert werden ( Плинер 1965:79 - 80). 
Wenn die Studenten schon gewisse übuog im Lesen der 
Fachliteratur haben, ist es zweckmäßig, auf Grund des Gele­
senen gewisse Verallgemeinerungen zu ziehen, damit sie sich 
in ihrer Fachlektüre leichter orientieren können ( Tepep, 
1970|143 - 156). Uan sollte ihnen ein allgemeines Schema 
eines wissenschaftlichen Aufsatzes geben, das eigentlich aus 
drei Teilen besteht: 1. Die Einleitung, wo das Ziel und die 
Aufgabe der Forschungsarbeit erklärt wird. 2. Der Hauptteil, 
wo die Forschungsmethode erläutert imd das erforschte Ma­
terial dargelegt wird. 3. Schlußfolgerungen. 
Die Studenten sollen auch verschiedene Arten der wis­
senschaftlichen Arbelten kennenlernen: Aufsatz, Ihstruktioa, 
Patent, Monographie, Lehrbuch u.a. Die Betrachtung und Er­
klärung werden mit verschiedenen Übungen verbunden, z.B.; 
Sprechen Sie über das gegenwärtige Stadium des E  eriments 
(auf Gruad des Aufsatzes)I Finden Sie gemeinsame ZQge in 
der Annotation und in den SchluBfol^rungenl Worin besteht 
der ünterschied zwischen ihnen? usw. 
Auch die drucktechnische Seite eines Aufsatzes kann 
analysiert werden« 
Als Zusammenfassung konnten die Studenten eine Anno» 
tation oder ein Resüme ttber den analysierten Aufsatz 
sehreihen* 
Referieren 
Das Referieren eines Textes bedeutet die Wiedergabe 
des Wesentlichen im Text. Ss kann erfolgreich in das fach­
bezogene Fremdsprachenetudium eingeschaltet werden ( Бур-
хачева 1967:34 - 37). Zuerst sollen der Begriff und die Ar­
beitsmethode eines Studienreferats erläutert werden* Bin 
Referat soll folgendes enthalten: worum es im Aufsatz geht, 
also-das Thema feststellen; was betrachtet wird, also-eizie 
kurze Zusammenfassung des Textinhalts geben; wie der Refe­
rierende das Dargelegte kritisch beurteilt, also-den Staad-
punkt des Autors auBem. Zur Arbeitsmethodik wird empfoh­
len, den Aufsatz durchzulesen, ohne ihn zu   er8etzen, den 
Inhalt gründlich zu durchdenken und ihn erst dann in mög­
lichst kurzer Form niederzuschreiben. Wenn es sich um ei­
nen längeren Aufsatz bandelt, sollte man den Text in Teilen 
durcharbeiten. Ein Referat schlieBt die HerSbersetzung 
nicht völlig aus: wenn ein Absatz oder einige SStze иптгвг— 
ständlich sind, muB man sie in die Muttersprache überset­
zen, dabei nötigenfalls auch zum Wörterbuch greifen« Wenn 
das Referat fertig ist, soll der Text noch einmal überle­
sen werden. Die textgebimdenen Übungen zu Fachtexten sind 
als Vorübungen zum Referieren zu betrachten und werden in 
der Periode des Referierens nicht vollständig aufgegeben. 
Es ist zu empfehlen, daB die Studenten auch den Be­
griff und die Arbeitsmethodik des Referierens von fremd­
sprachigen Informationsquellen kennenlernen vmd praktische 
Übimgen auf diesem Gebiet n^achen (Hilbner 1967:61 - 65)« 
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Sin solches Heferat BUB die msentlichen InbaltskoB-
ponenten eines Aufsatsee hervorbeben, damit der Leser ent­
scheiden konnte, ob das fOr ihn von Hutzen ist, denlrtlkal 
im Original su lesen« Se werden folgende irbeitssehritte 
ea^fohlem 
1. das erste überlesen des Textes 
2. die Selektion der «esentliehen Inhaltskomponenten 
3« die Pomgestaltung t 
die Darstellungeart des Referates wird gewShlt,die 
Gliederungepunkte bestimmt, die sprachliche Form 
sorgfSltig durchdacht* Den Studenten soll suexet 
theoretische Kenntnisse Ш>ег den Begriff und die 
Irbeitstechsdk geben und sie an Beispielen erlSu-
texn» Dann wird die Technik des Beferierene an mat­
ter sprachlichen Texten gefibt, zuletzt an fremd­
sprachigen. Damit die wesentlichen Inhaltskompo-
nenten leichter zu finden wSren, kann der Sprach­
lehrer Orientierungsfragen geben, die auf das We­
sentliche im Text hindeuten. Ss ist auch möglich, 
ein Gliederungsschema aufzustellen. Die endgültige 
Fassung eines Referats kaxin anfangs auch gemeinsam 
erarbeitet werden. Bine Möglichkeit zur koUektiven 
Arbeit wäre auch, ein топ einem Studenten geschrie­
benes Referat in der Studiengmippe zu analysieren. 
Die gegebene Betrachtung der Arbeitsverfahren im 
fachbezogenen Deutschunterricht will das Thema bei weitem 
nicht erschöpft haben. Es wurde nur im ganz allgemeinen auf 
einige Möglichkeiten zur ünterrichtsgestaltung hingewiesen. 
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Annotataloonld ла ülevaated 
T66rlceelte õpetamise Intenelivaeetodite konverents MoskVas 
II« Thorezl nimeline Moskva Eliklik Pedagoogiline Ins­
tituut korraldas 16«-ld. jaanuaril 1974,a. konverentsi tee­
mal vSfirkeelte õpetamise intensiivmeetodid (УбШ)« üle 700 
osav6t;)a kuulas Sra 54 ettekannet. Külalise sine jäid oli Bul­
gaariast ja Saksa D7-st. 
VCni ei tShenda traditsiooniliste meetodite efektiiv­
semat rakendamist. Termin tahistab erimeetodeid, mida kasu­
tatakse täiskasvanutele esimese, teise v8i ka kolmanda võõr­
keele £^tajd.sel« Selliseid kokkusurutud kiirkursusi (10 
kuud kuni 2 aastat, aga ka lühemaid) on meie maal korralda­
tud juba Gle 10 aasta. Nende eesmSrgiks on ette valmistada 
valismaaga suhtlevaid või sinna komandeeritud i^õukogude spet­
sialiste, kes peavad omandama praktilise kõnekeele suhtle­
miseks oma erialal ja üldise oLmekeele piirides* Ifitensiiv-
kursuste korraldamiseks on mitmel Moskva kõrgemal оррем^" 
tueel ja Leningradi ning Eiievi ülikoolil juba teatud koge­
mused. Konverents oligi kokku kutsutud kogemuste vahetami­
seks ja TGlM-alast uurimistööd koordineeriva keskuse loo­
miseks, mille kohta ka vastav otsus vastu võeti. 
VCiM-eid tuntakse maailmes palju* ISV Liidus on valda­
valt kasutusel Bulgaaria meditsiinidoktori G* losanovi mee­
tod, mida nimetatakse sugestopeediaks* G. Losanov, kes ise 
mitmel korral konverentsil esines ja keda peaaegu kõigis 
ettekannetes tsiteeriti või mainiti, juhatab Sofia Sugesto-
loogia Teadusliku Uurimise Instituudi juxires oma uurimis­
rühma, Peale G* Lozanovi tutvustas vUs tema kaastöölist oma 
uurimistulemusi. Ettekandeid oli rohkem kui kümnelt psüh­
hiaatrilt ja psühholoogilt, sest sugestopeedia ei ole puht­
filoloogiline distsipliin. 
Konverentsi plenaaristungi avaettekanne oli AJJ, leont-
jevilt, kes raSkis võõrkeeles suhtlemise psühholoogilistest 
alustest. Ettekandja ütles, et VClM, mis on pigem kommunl-
katsioonlpsühholoogla kui pedagoogilise psühholoogia prob­
leem, võimaldab püsivate kõneharjumuste omandamist, mida 
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•treLÜltelooulline metoodika ei ole oeanud orgazd.seerlda* Кб— 
neleja osiitae ohule, et Intensllvneetodll v6ldakse 6pplda 
rSaklma кйИ kiiresti, aga vigadega ja lisas, et ka ekstenr-
sllvne kursus v6lb olla efektU'me* A«1T* Leontjevl seisu­
kohtadest v6ine lugeda tema raamatust, mis peagi Ilmub XBÜ 
rotaprlndl vSl;)aaiidel pealkirjaga "OCHOBH ПСИХОЛОГЛИ обще­
ния". 
Konverentsi korraldava H. Thorezl nimelise Võõrkeelte 
Instituudi prof. Z.M. Tsvetkova sõnavõtt tõstatas hulga kQ-
slmusl. Millise piihtusastmega kõnet õppimise eri staadiumi­
des nõuda? Kui suur osa on kommunikatsiooniprotsessis Into­
natsioonil? Kas relaksatsloonlselsundls õppijale tohib ma­
terjale pakkuda? Kas peab kursustel looma tSlestl võõikeelBe 
keskkonna? Z.U. Tsvetkova osutas veel vajadusele luua  lt-
sed nõuded ja metoodika iShte- ja lõpptaseme mõõtmiseks ja 
avaldas kahtlust, kas ja kuivõrd suuline õpetus valmistab 
ette lugemis- ja kirjutamisoskust. Z.K. Tsvetkova on veen­
dunud, et talskasvanud keeleõpplja omandab kõneharjumused 
kiiremini ja kindlamini teadliku õppimisega, mitte aga in­
tuitiivselt, 
I.A. Zimnjaja (Võõrkeelte Õpetamise Metoodika Keskka-
binet) ettekanne oli tSiekasvanutele võõrkeelte õpetamise 
psühholoogilistest alustest. VOlM-d, mis eeldavad suurt 
kontsentratsiooni, võimaldavad õppijal teatud ajaks Qmber 
kehastuda ja oma rolli sisse elada, mistõttu õpitu imusta-
mine on vaiksem. TShtsad on motiveeritus, positiivsed emot­
sioonid, nagu kiltua edu puhul, mangutegevus loomulikul ala­
sel. Meeleolu ei tohi rikkuda noomimise ega laitmisega. Ghi-
lised on grupi liikmete omavahelised suhted, kõigi valmis­
olek väljendumiseks, õpetaja kxii autoriteedi sTigestiivsus 
ja usaldus tema vastu. Suured nõuded esitatakse õpetaja 
isiksusele: ta peab olema ekstrovertne, kommunikatiivne, 
emotsionaalne, aktiivne, tundlik. Õppetöös tuleb luua sit­
uatsioonid ja tingimused aktiivseks mõttetegevuseks: see 
tagab parema meelespidamise. Teatavasti inimese 1паЬяяп-{ Ht>o 
mälu vSheneb peale 50.-55. eluaastat. VOlM sugestopeedla, 
mis on välja töötatud arstide poolt, seabki esikohale mnemo-
protsesside reguleerimise, eriti õpitu säilitamise ja repro­
dutseerimise , 
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Avaplenaaristtmgile jSrgnesid sugestopeedia-alased et-
telcaaded. Ainult viimase konverentslpSeva pealel6unal töö­
tas paralleelselt kaks sektsiooni - kogemuste vahetamise ja 
audlo-*vlsuaal8ete õppevahendite sektsioonid. 
VOm-te sektsiooni töö avas G, lozanov, kes rSSkls 
sugestopeedla kujunemisloost ja eksperimenteerimise pers­
pektiividest võõrkeelte õpetamisel. Sugestopeedla kasvas 
vSlja G» Lozanovl psUhhoteraapla-alastest uurimustest* Ta 
rakendas algul sugestllvkommunlkatllvseld võtteid neiiroosl-
de raviks, hiljem õpetamlsprotseeele,Uurides eksperimen­
taalselt mSlu reserve, katsetas ta esiti üksikute eraldi 
sõnade õpetamiet , nüüd on jõutud kogu keelesüsteemi, s«t* 
kõiki keeleeleoente haarava õpetuseni. Sugestopeedla alu­
seks on õpetaja kõrge stimuleeriv autoriteet ja loominguli­
se usalduse õhkkond, mis loob soodsad psühholoogilised tin­
gimused uue materjali omandamiseks. Sel moel moblliseerl-
takse inimeses peituvad varjatud loominguliste võimete re­
servid, õppimist soodustavad tegurid. Seejuures rakendatak­
se teaduslikult põhjendatud võtteid, mis tegelikult on lae­
natud mitmesugustelt võõrkeelte õpetamise suundadelt, spet-
siifillstes sugestоloogilistes tingimustes. G. Lozanov möö­
nis, et tema meetod ei ole veel lõplikult välja kujunenud, 
et tema nn. sugestiiv-kommuriikatlivne meetod ja selle psüh-
hoterapeutllis-psühhohugieenills-psühhoprofülaktilised print­
siibid on veel uurImisjärgus. Praegu võib iga õpetaja leida 
meetodis midagi, mis on tema psüühilisele laadile vastuvõe­
tav ja kasutada seda kooskõlas oma filoloogiliste seisukoh­
tadega. 
Õppimist soodustavate üksikvõtete, nagu relaksopeedla, 
rütmopeedia, hüpnopeedla jt., uurimise tulemuste ja kasuta-
mlskogemuste vahendamisele oligi pühendatud suxrrem osa üle­
jäänud ettekannetest. Olgu nendest esitatud mõned intrigee­
rivamad mõtted: 
Prof. K.K. Sergejev (Pjatlgorsk): Sugestopeedla üles­
andeks on pärssida õppija, eriti täiskasvanud õppija enese-
kriltlllsl pidureid, mis ei lase tal rääkima hakata. 
Dr. P. Balevski (Sofia): Mälu paraneb relaksatsiooni-
selsundls ja jogaharjutuete* ajal õppides. Nagu kinnitavad 
W.A. Mozarti rahustava muusika foonil tehtud entsefalogram-
mld, õpitakse niiviisi rohkem ja vähema ajuenergia kuluga. 
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Prof. Fetrovskl (Kiiev): Dr. 0* Lazanov on jüba 46-
aastaselt klassUc pedagoogikateaduees« Eold ta hoiatas, 
et keeleSpetajad Srgu siiski hQpnopeedlaga tegelgux unl 
on looduslik protsess, millesse ei tohi sekkuda. Sugesto-
peedla tuleks yäSrassotsiatsioojoide vSltimiseks Qmber ni­
metada psShhohügienopeediaks* 
Dots. S.I, Melnik ;]a G.A« Eitaigorodskaja (If, Thorezl 
nim. Instituut): E6net, vestlust saatku alati aktiivne 
m6ttetegevus* Vanematel kursustel on situatsioonide 'e^l-
jamStlemine kunstlik ega anna efekti* 
Kogemuste Vahetamise sektsioonis selgus, et kõik su-
gestopeediat kasutavad 8ppej6xid on saanud sd.tmekuulise 
ettevalmistuse Bulgaarias. Selle meetodi juures on sisse­
juhatav foneetiline kursus osutiuaud ülearuseks. Belakso-
peedia annab hŠid tulemusi õhtustes vahetustee. Lii­
dus töötatakse 10-kuulistel kursustel 5-pSevase töönSda-^ 
laga 3 tundi paevas. Esimese etapi lõpuks, 3-4 kuu p&est, 
omandavad õppijad ligikaudu 3000 leksikaalset ja kõnekee­
le grammatika ühikut. Kursuste lõpuks saavutatakse kül­
laldane suhtlemisoskus oma eriala sõnavara piires, olme-
keelest jaab vajaka. Kvii intensiivkursusele ei jSrgne ko­
he viibimist vastavas võõrkeelses keskkonnas, langeb tulu 
15 %. 
Saksa DV-s sobivaimaks peetavat intensiivkursuse va­
rianti pidi tutvustama prof. dr. S. Kohls, kuid ta jSi 
tulemata. Tema ülevaateartikkel on aga Sra toodud konve­
rentsi kogumikus. Sellest saame teada, et Saksa DY—s on 
intensiivkursusi korraldatud 10 aastat. Õpitakse vene, 
inglise, prantsuse ja hi^aania keelt. Algajate 5*-lcuuli8-
tel kursustel (500 tundi а 50 oiinutit) omandatakse pro­
duktiivselt 3800-4000, ja retseptlivselt 1000-1500 lek­
sikaalset ühikut. Sdasijõudnuilt nõutakse 3-kuull8te 
(250 t.) kursuste lõpuks vastavalt 25OO ja 100С>т1500 lek­
sikaalset ühikut. Olenevalt lähteteadmlstest võib soori­
tada lõpueksami kolmel erineval tasemel, mille jaoks on 
üksikasjalikud nõuded vSlja töötatud. Kursuslaste keskmi­
ne vanus on 35 aastat, gruppide keskmine suurus on 6-8 
õppijat. Õppeprotsessis on keskne koht keeltelabooratcoriu-
mil. Seda kasutatakse intensiivselt 1) teadmiste, oskuste 
ja vilimuste kinnistamiseks ja aktiviseerimiseks, 2) hüp-
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nopeedllise lt omandaeleele tuleva meeter j all ettevalalsta-
такв eJbk eelkuulBBlseka, 3) IseseiSTaks auditooriumivSUL-
eeks toõks {iga päev 60 min.), 
TSficlceelte Spetamlse Inteaeüvmeetoditest kuulsid 
paljud kobalvllbljad esnakordselt« Mõnedest said neiide in~ 
ntdcad pooldajad, esaiolk araootavale seisukobale. ECla-
sa jSl laBte, et sttgeetopeedla on rakendatav Ikka erandjtib-
tudel Iffldajalietel kursustel. Kasu ja Sratust said siiski 
kSik koxnrerentsist osavõtjad, sest puudutati olulisi Qld-
netodoloogilisi k&siiausi, millega võõrkeelte õpetajad iga 
pSev sQlitsi koos on« 
Aino Jõgi 
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8»И. Кдычникова> Психодогичеокие оообендоост 
обучения чтению на иноогрвнном языке. Н.. 
1973. 224 с. 
Baamt (kogumaht 224 lk*) seab endale üleswndeks kä­
sitleda v<86rkeelset» tekstide lugenlee pe^iholoogiliel sea-
dtispSrasusi, rõhutades teksti tajumise ja mSlstKiee mitae-
suguseid probleeme* 
I peatfflcls '*¥S6rkeelsete tekstide lugezlae psffliiholoo-
gia üldprobleeme** kSsitletakse lugemise mSSrotlust, selle 
erlpSLra ja tähtsast ySdrkeelte S^tamisel* 
Lugeinine oaa. keelelise suhtlemise ШЕВ a-valdumisroxBe. 
Eeelellst suhtlemist tervikuna vCib omakorda vaadelda koi 
nelja protsessi, s.o» kCnelmine, lugemine, ktralamlne ja 
kirjtetamine, mis "^Sjendavad subtlemisvormei suulist kBnet 
ja kirja, 
lutor maSratleb lugemist kui mingi- keele graafilistes 
mSrkldes valjendatud informatsiooni yastuvStmlse ja aktiiv­
se ^Bibertöötlemise protsessi* 
Sekstl tfl^Bine ja selles peituva iaformatsiooni mCdeb-
wrfwo on kaks Cbtt»e protsessi lahutamatult seotxid kSlge* 
Lugemine on eppetöõs tohutult tShtis* lugemise abil 
saavad Spilased uut informatsiooni ning samal ajal on luge­
mine tõhusaks kasvatusvahendiks* Võdrkeelsete tekstide lu­
gemine vSiinaläab arendada kõnelemisoakust ja aitab kaasa 
selle oskuse sSilltamlsele tingimustes, kus võimalused-«66b-
keele praktiliseks kasutamiseks osutuvad piiratuiks* 
Autor rõhutab, et lugemisoskus ei tule iseenesest, vald 
seda on tarvis õpetada. Eõnelemisoskus, mis on omandatud ot­
sesel meetodil, sageli ei aita oluliselt kaasa võõrkeelsete 
tekstide lugemisoskuse tekkele* Järelikult on vaja, et õp* 
peprogrammides oleks lugemisoskuse omandamine Iseseisvaks, 
mitte suulise kõne omandamisele allutatud probleemika* 
ülevaatlikult käsitletakse I peatfflcls veel lugemlsmeh-
hanisme ja lugemietehnika kGsimusi. Bsitatakse seisukohti 
lugemistehnika õpetamise võtete ja viiside kohta* 
II peatukis kSsitletakse lugemisvigu, esitatakse nende 
vigade klassifikatsioone keeleaspektidest, Informatsiooni-
listest või psUhholoogilibtest kriteeriumidest lahtudes* 
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Inalüüeldes liigemlsvigu peühholoogiliseet aspektist, 
eristatakse kolm pdhixübma: 
1) vead, mis on tingltiid k6nemotoorsete v6l -sensoorsete 
protsesside puudulikkusest, 
2) tajiuBlsvead, 
3) metlemisveed.» 
IfStlemisvlgu iseloomusta  teksti valesti aSistml^e« 
Neid vigu v6ib omakorda jagada: 
a) vead mdtte laiskuse st (nSlteks ^^Spilane teab vajalikke la«* 
gemisreegleid, kuld ei rakenda neid), 
b) emakeele strxiktuurl mSjul tekkinud vead, 
e) vead vaSrüldlstustest, 
d) vead vaSrassotsiatsloonidest, 
e) vead konkreetse reegli rakendamisel, 
f) vead inertsusest lugemisel, 
g) vead, mis on tingitud oskamatusest mSista loetavat kui 
seotud teksti, s8nade lugemisest väljaspool konteksti* 
II peatükis kSsitletakse veel lugemise Spetamlse eri­
nevatel etappidel sagedamini esinevaid vigu ning lühidalt 
on juttu tööst lugemisvlgade vältimisel ja ravil, 
III peatükk on pühendatud Itigemi sliikide le, N11 vSlb 
lugemist jagada valjiiks lugemiseks, lugemiseks vaikselt 
omaette ja kunstIpSraseks lugemiseks* 
Vaikset lugemist kSsitledes rõhutab autor, et on vaja 
Spetada tunnis lapsi vaikselt lugema, kasutama sSnaraama-
tuid* Puudutades kodulektüüriga seotud probleeme, laiab au­
tor« et iga nSdal peaksid õpilased tavalistes koolides lu­
gema 23-35 lehekülge sobiva raskusega võõrkeelset kirjan­
dust; keelekallakuga koolide õpilastele võiks see norm ol­
la 30-50 lehekülge nädalas* 
Lugemist jagatakse ettevalmistatud, osaliselt 
ettevalmistatud ja ettevalmistamata lugemiseks* 
Lugemisel võib veel eristada analüütilist ja süntee­
tilist lugemist vastavalt püstitatud eesmärgile teksti de­
tailseks või terviklikuks mõistmiseks* 
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IV peatukk on pfibesdatud teketlart axusaaioleele. Esita­
takse teksti mSlstiDlse uldvaleB* Selleks on 
H я rel ( £ I { Ijj» K^3 ) 
M (teksti mClstmlne) on paljude aniutujatega funktsioon, 
kus 
Хд^ = lugeja Infozmeerltus, 
= lugeja keeleoskus, 
Рд^ s lugeja рейШ1111пе seisund, 
X|. = tekstis sisalduv Infoirmatsloon, 
s teksti keel* 
Eksperimentaalselt tehti kindlaks, et teksti meistmlst 
mSjustavad järgmised faktorid: 
1) teksti informatiivsus, 
2) teksti loogiline Slesehltus, 
3) teksti loogilise, emotsionaalse ja tahteinformatsiooni 
keeleline väljendus, 
4) teksti leksika, grammatika ja stiili vastavus lugeja lek­
sika-, grammatika- ja stiiUalastele oskustele, 
5) tekstis väljendatud mSlstete ja lugeja varasemate koge­
muste lähedvus, 
6) laia konteksti tiuidmine, 
7) tähelepanu 8ige suunamine teksti tajumisel, 
8) lugeja taju, mälu, mStlemis- ja kujutlusv6lBe eripära, 
9) lugeja indivlduaal-psGGhilised Iseärasused (iga, tem­
perament) , 
10) Ixigeja lugemisoskus ja lugemistehnika« 
Teksti mSistmises eristab autor seitset astett 
1) mõistetakse ainult Qkslkuid sõnu, 
2) mõistetakse ainult Qksikiild sSnaQhendeid, 
3) mõistetakse ainult Üksikuid lauseid, 
4) mõistetakse teksti Qldlst loogilist sisu, 
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5) mõistetakse nii teksti vildist loogilist sisu kni ka 
uksikasju, 
6) mSistetakse mitte ainult tekstis leiduvat tunnetus­
likku, vaid ka emotsionaalset infornatsiooni, 
7) mõistetakse nii teksti loogilist, eootsionaalset kui 
ka talitelist plaani. 
Teksti mõistmise n^tajaid txmfeakse praktikas kui 
teksti mõistmise kontrollvõtteid. Sendest võtetest mai­
nitakse X 
1) tekstist vastuste leidmine kQsimrastele, mis esitatak­
se kas enne või pSrast teksti lu@Bmist, 
2) küsimustele vastamine teksti materjalile txiginedes, 
3) teksti kohta kaivate otsustuste kiimitamine või kum­
mut amine, 
4) esitatud vastustest tekstiga kooskõlas olevate vas­
tuste valimine, 
5) kSsimustele vastamine tekstile tuginemata, 
6) allteksti kohta käivatele kUsimustele vastamine, 
7).loogiliselt koostatud küsimusteseeria esitamine vas­
tava teksti kohta, 
8) Jdisimuste koostamine teksti võtme lõikude või -lausete 
kohta, 
9) teksti plaani koostamine, 
10) teksti jutustamine kas emakeeles või võõrkeeles, 
11) üksikute oluliste lausete valjusti ja õigete lause-
rõhkudega lugemine, 
12) kogu teksti lugemine valjusti, 
15) loogilise predikaadi leidmine teksti üksikutes lause­
tes, 
14) lausete koostamine, et naidata oskust kasutada teatud 
sõnu või sõnaühendeid, 
15) teatud sõnade tUhenduse selgitamine, 
16) lugemistempo, 
17) uksilmte sõnade) sõnarQhmade, lausete тб1 lõikude tõl­
kimine emakeelde, 
18) piltide sar^jast teksti illustreerivate piltide vall mi ne 
ja teksti illustreerimine, 
19) sisekõne registreerimine» 
Kõiki neid võtteid saab jagada kahte alarühmat 
1) kontroll kommunikatsioonitasandil, 
2) kontroll teksti analüüsi tasandil. 
V peatükis vaadeldakse üksikasjalikult faktoreid, mis 
abistavad teksti mõistmisel. Vaadeldakse teksti omaduste 
(informatiivsuse aste, loogiline ülesehitus, keel) ja lu­
geja omaduste (teadmised ja odcused, psüühika eripSra) seo­
seid teksti mõistmisega* 
VI peatükk on püheEkdatud lugemise produktiivsxise tin­
gimustele. Arutatakse lugemiskiiruse küsimusi ja seoseid, 
emotsionaalset suhtumist loetavasse ja teksti enda loeta­
vust. 
Haamatu lõpus on veel koz<d kokkuvõtlikult esitatud 
raamatu põhiideed. tn.evaatlik on esitatud kirjanduse ni­
mistu (2^ nimetust). 
Antud teos peaks pakkuma huvi nii võõrkeele (^tajale 
kui metoodikule. 
Malle Laar 
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в, Malmberg« Spraklginlag. Bn orlenteriwfr 
och ett debattinlSgg« Bokforläget Aldus/ 
Bonnlers. Stockholm, I97I. 212 Ik, 
Vaatlusaluse raamatu autor Bertll Ualmberg on Lundl 
Qllkooll professor* Фа on leidnud rahvusvahelise tunnustu­
se oma töödega foneetika ja üldkeeleteaduse kohta. Eriti 
levintid on ta asjalik ülevaade uutest suundadest tänapäeva 
keeleteaduses ("Nya vSgar inom sprakforskningen**, 19591 
ingliskeelne tõlge "New Trends in Idnguistics", 1965), Ehk­
ki prof. B. Malmberg on nüüd tuntxid eeskStt üldkeeletead-
lasena, oli ta varem romaani keelte Spetaja. Ta on tänase­
ni säilitanud elava huvi rakenduslingvistiliste probleemi­
de vastu ning sageli kaasa rääkinud v66rkeele õpetamise 
küsimustes. Seega oli ootuspärane, et ta reageerib ägedale 
vaidlusele, mis kestab Bootsis juba mitu aastat võõrkeelte 
õpetamise eesmärkide ja meetodite üle. Selle reageeringu 
ulatuslikumaks avalduseks ongi 1971» aastal ilmunud üle­
vaade keeleõppimisest, mille alapealkiri märgib, et raamat 
on mõeldud lugeja tutvustamiseks antud valdkonnaga ning 
ühtlasi panuseks sel alal käimasolevasse diskussiooni« 
Iiääne-Euroopas, Skandinaaviamaades ja Ameerika ühend­
riikides on viimase ^-4 aasta jooksul pidevalt olnxid juttu 
kriisist võõrkeelte õpetamises. Sellega ühenduses räägi­
takse sageli suuresõnaliselt epohhi lõpust. Mõeldud periood 
haaras ligemale kolm aastakümmet, mille jooksul struktu­
raalne keeleteadus ja biheivioristlik psühholoogia avalda­
sid otsustavat mõju keeleõpetamisele. Viimasel ajal on aga 
levinud pettumus L. Blopmfieldi, B. Skinneri jt. vaadete 
mõjul 1950-ndatel ja 1960-ndatel aastatel nii ulatuslikult 
propageeritud keeleõpetamismetoodikas, mis rajanes kõne­
keele prioriteedil ja nn. kõnemudelite drillimisel. Vahe­
peal ilmnes nimelt, et Intensiivne drillimine selleks spet­
siaalselt loodud keeltelaboratooriumides programmõppe ja 
õpetamismasinate abiga ei andnud ootuspäraseid tulemusi. 
Koguni vastupidi: viimase 10-lß aasta jooksul näib võõr­
keelte oskus olevat tunduvalt halvenenud nendes maades, 
sealhulgas ka Rootsis, kus im., audiolingvaalsete meetodi­
te rakendamisel mindi äärmuseni. Kõrgemad koolid Bootsis 
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on tSsisee bfidas aesde rohkearvuliste noortega, kelle yõ6r> 
keelte oskus keskkooli l6petaaleel pllrdu  Qkeikute mehaa­
niliselt pShetuübitud fraaside ja lausetega, kuid kellel 
puuduvad algteadsiised graanaatikäst ja kes ei tule toime 
lihtsate vSõrkeelsete lausete tõlkimisega, üha enam on ha­
katud nõudma, et keskkool peaks eOstemaatiliselt õpetama 
grammatikat ning pöörama rohkem tShelepanu lugemis- ja tõi-
kimisoskuse kujundamisele. 
Vaidlusesse keeleõpetamise olukorra ja perspektiivide 
üle Bootsis on sekkunud ka laiem üldsus, nagu nSitavad sa­
gedased sõnavõtud ajakirjanduses, samuti raadios ja televi­
sioonis. ühel pool seisavad direktse meetodi pooldajad, tei­
sel pool need, kes peavad enamiku õpilaste-^tlil^ilaste еЪа-
iiahuldavate teadmiste peamiseks põhjuseks ehekOlgselt pro­
pageeritud mehaanilist kõnekeele arendamist ja kes nõuavad 
teadlikumat ning tõsisemat sxihttoBist keeleõppimisse. 
herg leiab õigusega, et keeleõpetamise eri meetodite suhte­
lise efektiivsuse hindamiseks peab tundma nende lingvisti­
list ja psühholoogilist tausta. Keeleteoreetilised uurimu­
sed kajastuvad alati keeleõpetamises. lingvistika on vii­
mastel aastakOmnetel arenenud kiiresti ja keelte õpetamist 
suunavad haridustegelased Rootsis ei ole alati kursis uusi­
mate seisukohtadega. B, Kaimberg analüüsib kaasajal levine-
numate keeleõpetamismeetodite teoreetilisi alviseid. Eraldi 
peatükkides käsitletakse võõrkeele õppimise erinevust ema­
keele omandamisest varases lapsepõlves; transformatsiooni-
lis-generatiivse keeleteooria kajastxisi keelte õpetamise 
praktikas; tehniliste vahendite rakendamisvõimalusi; keele^ 
kultuuri ja ühiskonna suhete arvestamise vajadust õpetamis-
protsessis. 
Eaamatu autori arvates on Isseleõpetamise kriisis ta 
kodumaal suurel mSaral süüdi see, et võõrkeeleõpetajate et­
tevalmistamisel ei arvestata küllaldaselt tSnapSeva keele­
teaduse saavutusi. Vastutus tekkinud olukorra eest langeb 
•^^emalt osaliselt ka rootsi lingvistidele, kellest ainult 
üksikud on seni pidevalt huvi tundnud keeleõpetamise prob­
leemide vastu. Teiselt poolt peaksid haridxiselu juhtivad 
ringkonnad vabanema dogmatismist ja kitsärizmalisusest me­
toodika küsimustes; neile peaks selgeks saama, et biheivio­
ristlikul psühholoogial baseeruvad vaated keeleõppimise 
protsessile on paljus iganenud. 
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Autor juhib lSpp]cok]cuv6ttes tShelepanu vanale tSele, 
mida keeleSpetamlst suunavad organid kipuvad Ikka ja jSlle 
unustama: ei ole olemas ega saagi olla tmlversaalset 6pe~ 
tamlsmeetodlt» EeeleSpetamlse metoodika sSltub sellest, 
kellele, mis tingimustee ja mis eesmargil v86rkeelt 6peta> 
takse* Eul nooremal astioel on kõnekeele arendamisel raja­
nev Spetamisvils õigustatud, ei ole ta seda vanemal ast­
mel, kus vShegl püsivamate tagajSrgede saamiseks on tarvis 
teadlikku sxibtumist õppimisse, sealjuures ka elementaarse 
grammatika, ning iseseisva lugemis- ja tõlkimisoskuse areof 
damist* 
HSV Liidus pole võõrkeelte õpetamise metoodikas min­
dud SSrmustesse nagu Bootsis ja mõnes teises kodanlikus 
riigis* ühtlasi on nõukogude didaktika üheks nurgakiviks 
alati olnud teadlikkuse printsiip» SeepSrast pole mellpõb!-
just rSSklda mingi epohhi lõppemisest ega kriisist keelte 
õpetainlses« Siii^ci on kasulik Bertll Halmbergl vSikese, 
kuld sisutiheda raamatu kaudu tutvuda sellega, kuldas ühel 
meie naabermaal on pSrast ulatuslikku ning pettumust val­
mistanud eksperimenti otsustatud kurssi muuta realistliku­
ma ning diferentseerituma keeleSpetamlse suunas. 
Oleg Mutt 
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А Cond ee Fronounclbg Dietlonary 
of British and American Engliah, 
^ J.Windeor Lewie, Oxford üniv^r-
eity Prees. London 1972* xx + 233 PP« 
W.th the highly developed massHnedla eommunicationa 
and geographica! and eocial moUlity we have today, linguis-
tlc changes are fairly rapid, and phonetic ones among them. 
If we compare the pronunciation of the English lan-
guage of the beginning and the second half of the present 
Century and the attitude towards Beceived Pronunciation (RP) 
before Vorld War II and after it, it is clear that. great 
changes have taken place. 
Fairly recently (in 19б2) Professor A.C.Gimeon in "An 
Introduction to the Pronunciation of English" made а summary 
of the phonetic changes and tendendes which Ъу that time 
had been clearly reflected in the pronunciation of the post-
war period. In 1967 а new revised edition of "Bveryman's 
English Pronouncing Dictionary" (ВИ>) was published, and it 
incorporated аоше of these changes in pronunciation. This 
new BPD was critidsed for being too conservative and not re-
flecting all changes. In 1972, J.WLndsor Lewis published **A 
Condse Pronouncing Dictionary of British and American Eng­
lish** (CPD). The need for that publication arose from the 
Wider use of the Bngllsh language and the incompetence in 
the choice of the right variant of pronunciation, espedally 
by foreigners. J.Undsor Lewis drew up а carefully selected 
Ust of 24,ООО words. The pronunciation of those words con-
eistently refleete current usage. The value of this dic­
tionary Hee also in reglsterlng additlonal British and Ame­
rican typee of pronunciation of different words. 
J.Wlndsor Lewis uses the term "General AAerican** (GA) 
to denote the most general pronunciation in the U.S.A« and 
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Canada. On the other band, he uaes the term "General Bri-
tieh" (GB) pronunciation, which ie not "public boarding-
aehool** proimnciation, bat the pronunciatlon used by the 
BBC and ITVf and refera to А.С«СЦ.твоп and hle "An Intro-
ductlon to the Proimnclatlon of Engliah"» 
When compiling the boole J.lLndeor Lewis analysed the 
apeech of ae шапу different apeakera aa poaeible. In the 
CFO J.fLndaor Lewia triea to give the moat often ueed pro-
nunclationa of worda. 
In а recent article "Daa CPD, ein neues AussprachewSir-
terbuch dea Englischen" A.Heubert peente out aa а new deve-
lopment the omi asi on of the diphthong [09] by J. WLndsor 
Lenia. Actually thia is not а particularly new development 
in the pronunciation of Sngliah. This diphthong was replaced 
by [э(0] already in the 1967 edition of the CPD (in words 
like *8ore,four, more, board', etc.). It is interesting to 
point out that the word 'sure' is also given in the CPD 
with [^(t)] -f/Xs)]* Ho Tariant pronunciations with [^(:)] 
are liated for the words 'soft, lost, frost', etc., the 
only pronunciations indicated being those with [D] . The 
diphthong [aiy} pro [oir] was also introduced already in the 
revised edition of the EFO. 
The CPD doea not reflect any other major changee in 
the yowela occurring in stressed positions. But there are 
many changee in the vowels used in an unatresaed position. 
I« Changes in ünstressed 
Vowels 
1. The change [2]> [&] occurs in the following suffixes: 
1) -4*y ["•*!] ~ actiyity, capacity, authority, di-
versity, cavity, formality, 
2) -ess [-#e] * -ness [-nas], -less [-l8s] - actress, 
business, emptiness, hopeless, power-
less. 
3) -Ible f-ebl] - admiaaible, divisible, visible. 
4) -ete [-dt] and omi sai on of the [э] sound preceding 
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the euffiz -аte - delegate fdel9g9t] , 
pasBlomt« |paejn»t] , «laborate [iiarbr»tj . 
5) When the word ende in '•4>ility* the [j] eound 
precedlng *4>lllty' and the [x] eovmd folloivlng 
the [l] eound in '-bility* change into the [»] 
eoundt seneibility [eenaebilsti] , edibility, 
fallibility, feaeibillty, flexibility, possibi-
Hty, illegibility. 
2, The [dj sotmd ie omitted in the followlng euffixes: 
1) -^nt [-nt] - accident, accent, adherent, ancient, 
efficient. 
2) -ai [^-l] - approval, amoral, f ederal» natural, li -
beral, racial, lateral, professional, 
anatomical, dasei eal} socialism, capi-
talism (the [l] sound becoming syllabic 
^sdujlizm], [kaepltlizm] ), And even onde-
eion of the suffix -ai - mortally 
[m^:tlj], ueually [5u:3liJ, origLnally 
[oridjnli] • This phenomenon (in the three 
laet worde) inay also be treated ae the 
Omission of the [l] sound of the suffix 
-ly because it is very difficult to say 
to wbich euffix the syllabic [l] belongs 
phonetically, to the suffix *«1 or to 
-ly* Due to the omiBeion of the [э] 
sound in the suffix -«1 а number of words 
change their pronunciation very noticeab-
ly, viz. the words in vMch the vowel 
combinations [aud] , [ai»] * ъ] were 
formerly used. Now only diphthongs are 
ueed with а syllabic [l] following them: 
trial [trail] , denial [dthail] , royal 
[гл1] and the words »vowel, trowel, to-
wel, dowel* are also pronounced without 
the [d] sound and а syllabic [l] is used 
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at the end, The words »dual, duel, Jewel, 
renewal' are pronounced as follows: 
[äõu( ; )1] , [dju( ; )1] , [gru( ; )Д , [d5u( : )l] , 
[rinju(:)Xj. 
3) "^ry, -ery, -ory [-Tl] - disQovery, dociimentary, 
viGtory, recovery, inventory, battery, 
parliamentary, confectionary, slippery, 
dictionary, factory, hiatory. In the 
above mentioned worde the [rj sound 1в 
not eyllabic but in the worda 'contraiy, 
literary, llbrary', in which one [^rj 
disappears in addition to the [в] sound^ 
the [rj of the euffix becomes eyllabic; 
contraiy |^^3ntr»rj]> [k^ntpij , 
literaiy [iit8rari]>[iitri] , 
library [iai brsri] > [laibrzj • 
Ii> the word 'revolutionary' tne [л] sound 
in the ouffix -ary ia not omitted -
[revdlu{:)JnarJj. That is probably due 
to the fact that the [»] eound has dis-
appeared in the euffiz '-tion'[jn] . 
4) -«.nce, -ence [-ns] - accordance, reference» 
conference• 
3, Omiseion of the [э] sound preceding the following suf-
fixee: 
1) -(r)able - comparable, favourable, memorable, 
inseparable, intolerable, measurable, 
pardonable, pleaeurable, eeparable* 
It is interesting to point out that the 
rj eound immediately preoeding the suf-
fix -able is sometimes indicated in the 
CPD aa а eyllabic ["rj (in «favourable, 
inaeparable*) but not in the majority of 
casese This inevitably leaves an im-
preasion of inconsiatency• 
2) -ize, the consonants preceding the suffix 
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Ьесоше always syllabic: commerclallze 
[-Jlaiz], civilize [-vlaizj, mobilize, 
шогаИге, nasallze, natlonalize, gene-
rallze, Idolize, modernize, eunimarlze. 
3) -ly - compulsorily [-lerll] , contemporarily 
[-prii], ordinarily, happily, funnily, 
luckily, eaßily, family. 
But in the word 'teinporarily, voluntari-
ly' the [rj and [ij sounds become syl­
labic; [temprli] , [v^lantrli] , which 
seeme unexplainable. 
4) -(r)ous, -(l)ous - boisterous, frivolous, ge-
nerous• 
4, Omission of other vowel sounds in suffixes or in the se~ 
cond component of Compound words; 
1) -fui [-f lj - art fui, beautiful, deceitful, 
doubtful, fanciful, tactful, fitful, 
powerfui• 
But in nouns the fu] sound is not omit-
ted: eyefulj^aiftflj , cupful [kApfül] , 
2) -berry [-brij - blackberry, burberry, cran-
berry, gooseberry,strawberry, but; el-
derberry [-berij, huckleberry [-beri]. 
3) -some [-amj - cumbersome, meddlesome, 
5. Miscellaneous changes of the vowels in unetressed syl-
lables; acouracy[jekjdrdai] ([у] >[']), animalj^senjmal] ([!]> 
[э]), always [S(: )lwizj ([»] >fi] )» anticipate [«ntisapeit] 
([I]>-[B]), bicycle [^baisdkl] ([L]>[ÖJ), candidature 
[kaendideitja] (fij>[eij ), regularity [regjdlaeratl] ([u]>[õ]; 
[l]>[®]). congressman [k^ogrismsn] ([e] >[l] ), meteorologi-
cal [mi(; )t j8ral3d5ikal]> [rai(: )tral3d3i kl] , threepence 
[0rApans]> [©rapans] , figurative [figrativ] ), 
Athens [ae0xnz]>|aeQnz] , Edinburgh [edinbar8]> j^ednbr^J , ele-
phant [elifant]> ^ elafnt] , Greenwich |^grinid3j> j^^enltjj , 
honorary j^jnarari]> j^Snrij . 
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II« Consonant Cfaangea 
~ accentuate, actual« amplltude^ сов*шпе, 
mutual, CApituiate, congratulate, obituary, 
eetuary, mature, eituated, facttial, 
But If the consonant düster [tj] occurs in 
а streased eyllable, It doee not change in­
te [tj] : futurity [-t jöüriti] , tutor [tju(j)-
ta] , tuition , tulip, Tuesday, 
2) [djj>[d3] - educate, graduate, indivldual, 
3) [8d]>[JJ - sensual. 
4) [kej]>[ kf] - sexual. 
There are many more minor changee in the CPD, It is 
impracticable to try to enumerate them all, and this is not, 
moreover, the taek of the present review. 
All the numerous changes in pronunciation which have 
been mentioned do not mean that the learner should not use 
the old norms of pronunciation, The latter are still widely 
used by educated native speakers. А number of the new pro-
nunciations introduced in the CPD were mentioned already by 
D.Jones as possible alternative ones. Now they have become 
а norm. 
An analysis of the above mentioned ezamples reveals 
that unstressed syllables have been further reduced and ob-
•cured and at the same time the number of syllables in а 
Word has decreased (^^еюрэгэгд]-four syllables - [tempri]-
two syllables; [Sn»r3ri]>[:snri] , etc.). J.Windsor Lewis says 
"Spoken English style in Britain has perceptibly speeded up 
in the last generation or so" (J.Windsor Lewis, p.xLx). 
J.Wlndsor Lewis has tried carefully to avoid homophones. 
It seema that the frequency of occurrence of words has been 
takea into account (either by the author or spontaneously 
by the speakers), Thus we see that 'temporally* [temperdlij-
an infrequent word, and 'temporarily' [tempri^ - а more fre-
quent word, have different pronunciations, or 'littoral' 
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[iitdrelj and 'literal'[iitrlj . 
The boid вишшагу presented by the CFD of what Is going 
on In the pronunclatlon of the Sngllsh language шау be 
called revolutloaary. No lese boid la J.WLndeor Lewis* 
approach to tranecription. The trtfnscription in the SPD 
(the 12th edition publiahed in 1Эб2} was criticised ав out-
dated* In hie "An Introduction to the Prozmnciation of Eng-
lish" A.C.GLmeon intz4>duced а new possible tranecriptional 
eystem but when revieing the BPD he Ud not aae that aya-
tera« J.KLndaor Lewis was bold enough to do so «ith some ad-
ditional changes of hie own« He abandoned the indication of 
the length of vowels (:)• This really ie .unneceaaary if we 
uae different eymbola for traditionally ahort and long 
vowelei[i] ,[i] ,[w] ,[u] ,[D] ,[э] ,[3],[»] Bat vdien we 
apeak about theae vowels we still have to mention whether 
they are long or short, espeeially when teaching foreigners, 
because if we place the Towels in short cloae syllables the 
length becomea eaaential to а certain extent, e.g. [pxtj -
[pit], [pi5l] - [pul] , etc. 
J.WLndeor Lewis haa deliberately overlooked two ( or 
traditionally three) soimda, viz. the and [ajsounds. 
Already A.G.Gimaon was reprimanded for still using diffe­
rent symbols for [A] as in 'cup' and [a] aa in 'time* (prac-
tically they are supposed to be of the ваше guality). 
J.Wlndsor Lewis has used the seune aymbol for the traditional 
[a( t )J and [a], which actually cannot be identified, as the 
[a(:)J sound is а back, while the [a] is а front vowel« 
Professor A.Neubert (p. З0З) Points out that J.WLndsor 
Lewis has no justification for using [o] instrad of the Sng-
lish open back vowel, indicated as [D] by A.C.Cämson. In ttie 
IPA [o] is classified as а back ndd-close vowel. So it would 
have been шоге appropriate to use ["oj for the traditional 
[э:] sound. As for the symbols designating diphthongs, 
J.WLndsor Lewis* choicefor the traditional [ta] is not veiy 
good, because in his [e»J the nucleus is the same as in the 
diphthong [eij . It is not pointed out that the nucleus of 
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the diphthong [eöj Is much шоге open thaa that of [ei] . 
Ib* CPD bae а ZMW eyetea of «eoeBtnation. Siie is proMblj 
lese Important because It makes no difference whether you 
indlcate the prlmary stress ae [ ']»[']» or [^] , ozxly the place 
of the stress is essentlal. J,1 Lndsor Lewis hae also made 
an attempt to indlcate syllable boundaries, e.g* [^dx^stujlc^y 
[dis^teistj, But as linguiste have not yet succeeded in pro-
ducing а unlversally acceptable theory of syllabic bounda-
rlee and as the peak of the syllable is in any case formed 
by the vowel, thls problem is also of secondary importance. 
On the whole, it must be said that the publication of 
а dictionary such as the CPO whioh refleete changee and new 
tendencies in the pronunciation of English is an eztremely 
welcome development for the foreign leamer of English* 
The dictionary provides us with invaluable Information 
in three important areas: (1) the pronunciation of Present-
day English, (2) new developments concerning the tranecrip-
tional system, and (3) the differences between the two 
main variante of Present-day English, 
Nora Toote 
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